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ABSTRACT
Alternatively certified Career and Technical Education (CTE) teacher certification
programs have become a more commonplace method for credentialing new CTE
teachers. With no traditional teacher preparation or experience entering the classroom,
new CTE teachers in the DIRECT program receive 2 years of training and support at the
state and district level. With evidence from recent research, alternatively certified
teachers have a higher teacher turnover rate than traditionally certified teachers. Research
also states that alternatively certified teacher positions are difficult to fill due to the
higher salary teachers can make in industry versus in the classroom. Understanding
teacher efficacy is the key driver for this study in designing training aimed at meeting
new CTE teachers’ needs that helps them remain in the teaching profession. Even though
research suggests professional development and mentoring for new teacher induction,
there is little research on new teacher training that specifically supports first-year CTE
teachers. This qualitative study evaluates second-year CTE teachers who transitioned
from the workforce with no prior teacher training experience and their sense of selfefficacy. Through the lens of Bandura’s social cognitive theory of self-efficacy combined
with Tschannen-Moran and Hoy’s teachers’ sense of efficacy scale (TSES), this study
explores CTE teachers’ beliefs about their training as it relates to their sense of selfefficacy. The TSES grew out of Bandura’s work regarding the 4 sources of efficacy
attributed to the major influences of efficacy beliefs. These 2 theories set the framework
of this study, which centered on the three dimensions of the TSES and how Bandura’s
(1977) 4 sources of efficacy influenced these 3 dimensions in the construct of teaching in
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order to answer the research question. Interviews were conducted with 6 new CTE
teachers after their second year of teaching. Teachers were asked questions regarding
their training as it related to their sense of self-efficacy and their stories of successes and
challenges they experienced. The key findings in this study revealed that teachers lacked
training in understanding students’ behavior in the affective domain, the teacher training
in student engagement needed to go beyond the basics, the mentor mentee process needed
better alignment, and the teacher training needed to include an opportunity for a teaching
experience component before new CTE teachers step into the classroom for the first time.
Understanding new CTE teachers’ sense of self-efficacy is important as a means to add to
the knowledge base in helping beginning teachers avoid feelings of inadequacy to deliver
instruction that ensures student learning outcomes.
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CHAPTER ONE
BACKGROUND

Career and Technical Education (CTE) programs provide students with real-world
experiences by combining necessary academic and technical skills to become careerready and successful in future careers. CTE teachers are important, and their teacher
preparation is the key to the success of the students they teach (Stone, 2017).
Alternatively certified individuals in CTE have not gone through traditional teacher
preparation programs and are offered a condensed path of accreditation to teaching
(Woods, 2016). The alternatively certified individuals encounter various pathways into
the teaching profession other than the well-known traditional teacher education degree
programs (Redding & Smith, 2016). In addition, teachers are usually isolated from their
colleagues and left to succeed on their own in their classrooms, which may be difficult
for beginning teachers (Ingersoll & Kralik, 2004). Being on their own isolated in the
classroom could also be difficult for new CTE teachers who have not gone through the
traditional pathway for teacher training and licensure. To ensure their success, schools
must provide environments where new teachers learn how to teach and succeed in the
classroom (Ingersoll, 2012). Teachers must also believe that they are capable of being
successful in teaching.
Alternative routes to teacher certification began in the 1980s as a solution for
teacher shortages and have quickly become an accepted model for recruiting, training,
and certifying individuals to become teachers (National Education Association, 2015;
Shuls & Trivitt, 2015). Every state provides a different form of alternative certification,
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and the requirements vary from state to state. The South Carolina Department of
Education offers various routes to teacher certification. Two of these routes for CTE
teachers are through the Program of Alternative Certification for Educators (PACE) and
through the career and technology (CTE) work-based certification. The PACE program is
for degreed individuals who go through specific training requirements to meet
certification requirements to gain employment in an approved PACE subject area. CTE
work-based certification routes are for prospective teachers from the workforce who are
interested in teaching and gaining certification in teaching CTE programs. The CTE
work-based alternative certification route requires new teachers to meet all training
requirements for the state teacher training program called Developing Instructional
Readiness for Educators of Career and Technology (DIRECT). New CTE teachers in
South Carolina begin teaching in classrooms while completing their coursework through
the DIRECT training program. The DIRECT teacher training program consists of four
instruction-related topics. Each topic consists of five training days. New CTE teachers
receive a total of 20 days of this DIRECT teacher training during their first 2 years of
teaching.
Teacher efficacy, the teachers’ beliefs about their confidence in their abilities to
promote student learning, has been recognized as a teacher characteristic related to
student achievement (Hoy, 2000). Self-efficacy is explained by Bandura as a person’s
belief in their innate ability to perform a certain action successfully and once the action is
achieved successfully it brings a feeling of mastery experience. This study looks at
teachers’ self-efficacy to investigate teachers’ beliefs in their abilities and skills as
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educators and how their training influenced their self-efficacy. Because alternatively
certified CTE teachers lack training in pedagogy, effective preparation programs must be
in place and must yield high teacher efficacy (Jacques & Potemski, 2014). The National
Education Association (2015) stated that about one third of recently employed teachers
have achieved their licensure through some type of alternative certification pathway.
These certification programs offer individuals the option to become licensed as a teacher
by meeting certain requirements by their state.
There have been numerous studies on support and mentoring programs for
beginning teachers during the teachers’ first year transitioning into the teaching
profession (Ingersoll & Kralik, 2004; Ingersoll & Strong, 2011). In 2008, over 90% of all
teachers nationally reported participating in some type of induction program during their
first year, which was an increase from 50% in 1990 (Ingersoll, 2012). Most correlational
studies stated that teacher induction improves the retention of new teachers (Ingersoll &
Strong, 2011). These induction programs may vary, but their main purpose is to increase
the confidence and effectiveness of new teachers, and thus curtail the high levels of
attrition among beginning teachers. It has been suggested that these attrition levels are
between 20% and 40% of teachers leaving the teaching profession in their first 5 years
(Gray & Taie, 2015; Ingersoll & Kralik, 2004).
Teaching is an exceptionally difficult field to master, especially in the first year of
teaching, and because of this difficulty, beginning teachers leave the profession at a high
rate (Wonacott, 2002). A study by Kang and Berliner (2012) was conducted to
distinguish avoidable from unavoidable turnover based on whether teachers received or
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failed to receive induction support, and they stated that attrition could have been avoided
if the teacher had received proper induction support. When teachers leave the profession,
not only does it carry a higher price tag to districts hiring and replacing teachers, but it
also carries the cost of loss in teacher quality and student achievement (Kersaint, 2005).
Researchers found that alternatively certified teachers have a higher attrition rate than
traditionally prepared teachers (Redding & Smith, 2016). According to South Carolina's
Center for Educator Recruitment, Retention, and Advancement (CERRA, 2018), a
nonprofit organization providing collaborative leadership in the recruitment, retention,
and advancement of teachers reported that 1,750 teachers with 5 or fewer years of
experience after the 2017-2018 school year left and are no longer teaching in a public
school. Out of this number of teachers who left the public school system, 690 left after
just the first year (CERRA, 2018). CERRA also reported a shortage of individuals
entering the teaching profession. The annual number of teachers completing a South
Carolina teacher education program has dropped annually from 2,060 to 1,640. This
number reflects the 5 years between 2013 and 2018.
This qualitative study examines new alternatively certified teachers’ training that
transitioned from the workforce into teaching CTE programs from the lens of their selfefficacy. The CERRA report aligns with current statistics that teachers’ initial years in the
teaching profession are important predictors for turnover and lays the foundation for them
staying in the profession. Studying new CTE teachers’ preparation program as it affects
their sense of self-efficacy in the first 2 years of practice can provide a means to uncover
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factors that contribute to self-efficacy and its impact on teacher retention and student
achievement.
Significance of the Study
As the state’s public education system becomes more focused on CTE programs
that promote career readiness for graduating high school students, the need to ensure
training and support that create high sense of self-efficacy for CTE teachers is imperative.
This study is significant because it contributes information regarding training and support
for new alternatively certified CTE teachers entering the teaching profession who may
not have had prior teaching preparation or prior teaching experience. First-year teachers
who have a high sense of teacher self-efficacy found higher satisfaction in teaching and
had a more positive reaction to teaching (Hoy, 2000; Reilly, Dhingra, & Boduszek,
2014). This study’s chief significance was to reveal the stories from second-year CTE
teachers transitioning from the workforce regarding their preparation program and
training as it impacted their sense of self-efficacy. Efficacious teachers who were well
supported and experienced less stress showed that they would be more likely to stay in
the teaching profession (Hoy, 2000; Whipp & Geronime, 2017). Teacher preparation can
help increase teachers’ knowledge, job satisfaction, retention, and student achievement
success (Wonacott, 2002).
Unlike traditionally prepared academic teachers, CTE teachers typically receive
their certification through a non-traditional pathway and usually have no academic
preparation in teaching. There are many stories from new beginning teachers that
describe their needs when they begin the teaching profession. Some of these stories range
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from discipline and lesson planning to just having somebody there to support them during
challenging situations as first-year teachers (Brown, 2012). This study assumes that the
one-size-fits-all model of training and preparing all new beginning teachers into teaching
CTE programs does not fit the same type of induction preparation programs for academic
teachers. This study reveals teachers’ perceptions and stories through their experiences
during their first 2 years of teaching and how that impacts their sense of self-efficacy.
CTE programs are defined by the federal legislation of Carl D. Perkins and the
Technical Education Improvement Act of 2006, which requires ongoing high-quality
professional development that impacts classroom teaching. The Carl D. Perkins (2006)
legislation is the federal legislation that defines current CTE policy and funds CTE
programs that meet certain indicators of accountability aligned with career-related
coursework and with academically challenging programs in high school. Through the
Perkins Act, CTE programs are supposed to be designed to provide “competency-based
applied learning that contributes to the academic knowledge, higher-order reasoning,
problem-solving skills, technical skills, and occupation-specific skills” (Carl D. Perkins
Career and Technical Education Act, 2006, p. 4). Currently in its fifth iteration, Perkins V
began as the Vocational Education Act in 1963 (Gottfried & Plasman, 2017). According
to McCaslin and Parks (2002), “Expectations of higher academic achievement gave rise
to the integration of academic and career-technical education movement starting with the
Carl D. Perkins Vocational and Applied Technology Education Act of 1990” (p. 7). The
intent of the Carl D. Perkins and Technical Education Improvement Act of 2006 was for
secondary educational institutions to link academic and CTE curricula to problems and
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issues in real-world contexts preparing students for skilled jobs (McCaslin & Parks,
2002).
Sturko and Gregson (2009) argued that professional development that promotes
teacher learning and instruction is important for CTE to improve student achievement.
Teachers are asked to attend professional development and conferences and to enhance
their instructional practices to increase student growth and achievement. CTE teachers
who participate in professional development that promotes team learning and
collaboration will become more skilled and capable of fulfilling their complex role as
coach, facilitator, and technology advocate helping students gain academic and technical
skills to be successful in the 21st century workforce (Sturko & Gregson, 2009).
Professional development for teachers has become an important component of the
mandatory legislative education reform process that helps teachers integrate reading and
writing into their technical curricula with a teaching practice that brings about improved
student learning (Sturko & Gregson, 2009).
This study sought to provide insight into how new beginning CTE teachers felt
about their new teacher training called DIRECT and feedback on how to be trained for
achieving an optimum sense of self-efficacy. Their stories will give a voice in this
research study and provide deeper insight for other new beginning CTE teachers,
administrators, school districts, and the state education department in induction programs
for new CTE teachers. The data gained from this study will allow several groups of
stakeholders to review and improve the effectiveness of new CTE teacher training and
preparation programs. This study may also be used to plan more in-depth studies of
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individual components for CTE teacher training and support and their individual
effectiveness as it relates to CTE teacher retention and student achievement. The hope in
this study is that first-year teacher preparation and training programs will utilize the
findings and tailor their importance as they relate to teachers’ sense of self-efficacy. It is
essentially important to embed the results from this study in an overall picture for school
leaders to see the value of this study as they evaluate future teacher needs for newly
alternatively certified teachers through CTE.
Statement of the Problem
With the rise of alternative teacher certification for CTE programs, adequate
training and support are necessary for new CTE teachers transitioning from the workforce
to help them succeed in teaching and to eliminate high teacher turnover rates early in
their careers. This study sought to investigate new CTE teachers’ preparation and training
as it influences their sense of self-efficacy. The current problems that many school
districts face are that beginning teachers leave the profession within the first 5 years of
teaching (Bowie & Gagen, 2005; Shaw & Newton, 2014). When teachers are continually
leaving within 5 years, it creates a revolving door effect, and there is not enough time to
effectively train staff and gain enough experience among the staff for a successful
academic environment. When teachers lack teaching experience, it has a negative effect
on student achievement. One of the strongest of a number of factors that predicts student
academic progress is teacher effectiveness (Darling-Hammond & Richardson, 2009;
Feistritzer, 2008; Sanders & Horn, 1998; Shoulders & Krei, 2015). Good teaching,
supported by professional development activities, helps improve teacher effectiveness
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(Darling-Hammond & Richardson 2009; Feistritzer, 2008). Teachers who follow
alternative teacher certification typically have lower self-efficacy and will usually only
perform activities that they are confident to perform. Bandura (1977) stated that people
are more likely to engage in activities where they perceive themselves competent in those
activities and that they will be more effective when they encounter the four sources that
increase their self-efficacy. Those with high self-efficacy are effective teachers. The most
important influences for developing teacher self-efficacy are mastery experiences, which
usually occur during student teaching and during the induction period (Hoy, 2000).
Mastery experience is the most influential source and predictor of teachers’ self-efficacy
and makes teachers highly effective (Bandura, 1977; Skaalvik & Skaalvik, 2017; Wilson,
Marks, & Durkin, 2018). Bandura’s (1977) theory stated that the most critical thing for
maintaining self-efficacy long term is having it developed during the first few years of
teaching. The feeling that one’s performance has been successful increases his or her
efficacy beliefs adding to the expectation that future performances will be successful and
vice versa (Hoy, 2000). Hoy (2000) explained that the level of excitement and
performance anxiety gives feelings of mastery or ineptitude as it would be important in
this case of alternatively certified teachers. Giving teachers a high level of self-efficacy
adds to their success in future performance and increases their effectiveness and
satisfaction in teaching (Hoy, 2000).
Teachers leaving the teaching profession early in the game creates teacher
shortage problems for school districts. Teacher shortage problems are addressed by
recruiting more teachers and retaining the ones in the classroom (Woods, 2016). Liston,
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Borko, and Whitcomb (2008) said that some educators see teacher quality relating to
three variables: supply/demand, preparation, and retention. Supply/demand relates to
selecting individuals based on their content knowledge and the needs of the school;
preparation is concerned with acquiring the knowledge and skills necessary to be
effective in the classroom; retention relates to keeping the teachers in the profession that
most effectively shape student academic achievement (Liston et al., 2008). In an Issue
Brief by Kersaint (2005), there was agreement that in order to provide equitable
education to all children, efforts must be focused on developing high-quality teachers.
Teacher quality and producing quality teachers was resurrected with the No Child Left
Behind (NCLB) Act of 2001 signed into law January 2002 when the government
mandated that all students must be taught by highly qualified teachers and that student
achievement would be measured by standardized testing (McCaslin & Parks, 2002;
NCLB, 2002; U.S. Department of Education, 2008).
As readers of this dissertation, let us take a closer look at the problem South
Carolina is facing regarding teachers leaving the profession, alternatively certified
teachers entering the profession, and the number of students graduating from a 4-year
bachelor’s degree in teaching (CERRA, 2018). The South Carolina Annual Educator
Supply and Demand Report (CERRA, 2018) examined all 82 public school districts in
South Carolina and collected data regarding many areas of those districts. It is important
to consider the findings from the report regarding the number of teachers leaving the
profession, keeping in mind that CTE teachers are included within these numbers. The
findings of the study for the 2017-2018 school year stated that 22% of first-year teachers
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hired during the school year of 2016-2017 left their teaching positions at the end of the
school year and are no longer in South Carolina public school districts. The report also
stated that there were 550 teaching positions still vacant for the beginning of the school
year for 2016-2017, which was a 16% increase compared to the vacancies and new
positions already filled before the beginning of the school year. Of more importance, the
study stated that districts are hiring more alternatively certified teachers who complete an
alternative certification program as well as hiring more out-of-state and international
teachers. The number of teachers entering the profession from an in-state teacher
preparation program has dropped by 25% over the past 5 years. The number of South
Carolina students graduating from a 4-year college with a bachelor’s degree in teacher
certification has dropped by 30% in 4 years. Improving self-efficacy for CTE teachers is
important so CTE teachers remain in the profession and help increase student
achievement and work toward their career readiness. With so much attention on career
readiness for students and CTE programs to develop career-ready students, it is necessary
to look into CTE teachers transitioning from the workforce and ensure that they maintain
high sense of self-efficacy to avoid them leaving the profession, thus creating a negative
effect on student achievement.
Furthermore, this study also aims to fill the gap in the growing trend that not only
should high school students graduate to be college ready, but they should also be “career
ready.” Many students are lacking skills to make them career ready to help them thrive in
the 21st century workplace (Bray, Green, & Kay, 2010). The General Assembly of South
Carolina funded, the Governor approved, and the Commission of Higher Education
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awarded funding to the Center of Excellence for College and Career Readiness located in
Francis Marion University in the Fiscal Year 2014-2015. The Center of Excellence for
College and Career Readiness in South Carolina represents a changed focus on the
necessity of partnerships between school districts, technical colleges, economic
development centers, 4-year colleges and universities, and business and industry in the
state. The South Carolina Department of Education has developed a profile of the South
Carolina graduate. The South Carolina graduate profile is to stand as the goal of the
public education system to produce well-rounded and career-ready students. CTE
programs that teach students occupational knowledge and skills help meet the career
readiness piece of the profile of the South Carolina graduate.
Alternatively certified CTE teachers typically do not have the knowledge of
practical teaching strategies that they need to succeed in their first years of teaching
(Skaalvik & Skaalvik, 2017; Smith & Ingersoll, 2004). Even though CTE teachers
possess content knowledge through their occupational experiences, the problem is that
they typically lack pedagogical knowledge on which to base the instructional decisions
that inform their instructional practice. If success of performance is accredited to internal
causes, such as ability and effort, then self-efficacy increases (Hoy, 2000; Skaalvik &
Skaalvik, 2017). Ensuring that new alternatively certified CTE teachers have a high sense
of self-efficacy could enhance their ability and effort to perform successfully as well as
remain in the profession. There is much research on the development of teacher efficacy
on novice teachers because it is believed that once efficacy beliefs are established, they
are difficult to change (Hoy, 2000). However, the field still lacks research specifically
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focused on CTE teacher preparation programs that help new CTE teachers gain a high
sense of teacher self-efficacy that promotes them to remain in the teaching profession and
affect student outcome. This study sought to contribute to the knowledge base of new
CTE teachers’ self-efficacy beliefs by gaining insights from new CTE teachers’ feedback
of their uniqueness of transitioning into teaching from the workforce. In addition, this
study sought to discover the contribution self-efficacy had on them from their DIRECT
teacher preparation program.
Purpose of the Study
The chief purpose of this qualitative study was to investigate new CTE teachers in
an alternate certification preparation program as they transitioned from the workforce
into teaching and to determine how the program influenced their sense of self-efficacy
beliefs. About one third of new teachers hired in the United States are drawn from
alternatively certified pathways (Kee, 2012). Districts already invest lots of money, time,
and professional development into training and supporting new teachers (Fluckiger,
McGlamery, & Edick, 2006). The National Commission on Teaching and America’s
Future (2007) reported that the average cost of replacing a teacher is more than $8,000.
States have the most influence on public education, and local districts must interpret state
policies to organize their best efforts in CTE programs (Stone, 2017). If there is a
continual revolving effect of teachers leaving the profession due to a lack of strong
support for beginning teachers, time and money are lost within the initial training of new
teachers in these few years. This research study is timely because there is currently an
increase in the number of teachers being certified through the alternative certification
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route (Feistritzer & Chester, 2003). It is inevitable that good teaching supported by
professional development and other activities such as mentoring, collaborating with
seasoned teachers in lesson planning, observing lessons by seasoned teachers, and
conferencing on specific students and their needs are essential actions that help improve
teacher effectiveness (Darling-Hammond & Richardson 2009; Feistritzer, 2008; Kaden,
Patterson, Healy, & Adams, 2016). Teachers who have a high sense of efficacy and act
on it are more likely to have students who learn (Shaughnessy, 2004).
This study examined the perceptions of six beginning CTE teachers in one school
district. This study sought to better understand how new alternatively certified CTE
teachers’ beliefs about their training related to their sense of self-efficacy in teaching.
Furthermore, this study sought to explore teachers’ training and support program offered
at the state level related to their development of general pedagogical knowledge as it
related to their sense of self-efficacy. The key element in this study was to understand the
new teacher preparation program for new CTE teachers from their perspective and to
observe how it impacted their sense of self-efficacy. Although the goal here is not to
identify generalizable findings, I did hope to discover new knowledge that can be applied
to improving how new CTE teachers coming from the workforce are trained and prepared
for the world of teaching. The hope of this researcher was to also discover from these
new CTE teachers’ testimonials ways in which preservice training programs can help
increase self-efficacy for new first-year CTE teachers’ readiness so they can perform at
an optimum level. This will in turn add to the knowledge base of educational
improvement in the area of self-efficacy for new teachers transitioning from the
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workforce. This will help ensure that new alternatively certified CTE teachers are
certified, trained, and supported in their novice years of teaching. The findings of the
study will provide ways in which preservice training and support programs could be
improved to better prepare new beginning CTE teachers to be responsive and thus
increase self-efficacy.
Research Question
Research questions for a qualitative study are designed to deeply explore and
understand a phenomenon. The design of this research study sought to use the stories of
new CTE teachers’ beliefs about their teacher training and support in regard to their sense
of self-efficacy. The following research question was explored as a basis of examination
for this research study:
What are new CTE teachers’ beliefs about their training as it influences their
sense of self-efficacy?
Research Design
This study examined new CTE teachers’ DIRECT training program for
alternatively certified CTE teachers and how it influenced their sense of self-efficacy
beliefs. This study was built on an initial exploratory research that consisted of semi
structured interviews with personnel at the state department of education to better
understand the certification and training process for alternatively certified CTE teachers.
The exploratory research laid the groundwork for this study. This study began with a
qualitative research design guided by a conceptual framework combining the Teachers’
Sense of Efficacy Scale (TSES), which assesses teachers’ efficacy in completing critical
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teaching tasks in three dimensions based on Bandura’s conceptualization of the four
sources of self-efficacy (Fives & Buehl, 2010; Hoy, 2000). Self-efficacy has proved to be
a very powerful mechanism in learning and motivation to accomplish a task for a desired
outcome (Bandura, 1977). While exploring different parts of the study, the overall
conceptual framework of self-efficacy in this study was used in the final data analysis
linking the exploratory research of the teacher training components with this present
study.
This qualitative study involved interviews with six beginning CTE teachers
regarding their teacher preparation program at the state level and how it affected their
sense of self-efficacy. The teachers were located in one school district and the interviews
were conducted at the end of their second year. South Carolina CTE teachers are certified
and trained through the DIRECT teacher preparation program for newly hired teachers as
a form of an alternative pathway to teacher licensure. The DIRECT teacher preparation
program is a 2-year program, and that is why it was best to interview the teachers at the
end of their second year after their full completion of the DIRECT training program. To
understand the state’s alternatively certified CTE teacher preparation program, I began by
exploring the components of the South Carolina’s DIRECT CTE teacher preparation
program by interviewing two of the licensing and certification personnel at the state level.
I then began my research study that included a teacher preinterview questionnaire
followed by in-depth interviews with six new second-year CTE teachers. The interviews
explored the participants’ feelings about their training and support and how it influenced
their self-efficacy, as defined by Bandura (1977) and as it related to the three dimensions
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of the TSES. The interviews focused on the conceptual framework of this study
incorporating questions from Tschannen-Moran and Hoy’s (2001) TSES based on
Bandura’s (1977) four sources of self-efficacy.
Conceptual Framework
Two theories were the driving force behind the conceptual framework of this
study. The first theory of the conceptual framework was viewed through the lens of
Albert Bandura’s (1977) social cognitive theory of self-efficacy, which framed this study.
Bandura believed there are four sources of self-efficacy that drive a person’s belief about
his/her abilities to perform a certain task, such as teaching at specific levels: mastery
experience, vicarious experience, verbal persuasion, and physiological state. The second
theory of the conceptual framework was viewed through Tschannen-Moran and Hoy’s
(2001) TSES. Their scale is a validated instrument that measures the level of teachers’
self-efficacy beliefs in three dimensions believed to be important to teaching:
instructional strategies, student engagement, and classroom management. The CTE
teaching profession necessitates capable and effective CTE teachers, yet it continues to
face an annual deficiency of qualified teachers (McCandless & Sauer, 2010). In a study
by Duncan, Cannon, and Kitchel (2013), they sought to compare “traditionally and
alternatively certified teachers’ perceived levels of efficacy for competencies related to
teaching and learning” (p. 59). Their results revealed that alternatively certified teachers
were more efficacious in items that were related to their career and not as efficacious in
pedagogical techniques. While a few studies centered on new CTE teachers’ selfefficacy, this study sought to dig more in depth in discovering new CTE teachers’ self-
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efficacy regarding their training and support in order to answer the research question of
this study.
Both of these theories combined were the foundation for the conceptual
framework of this study which helped uncover how the three dimensions of teaching in
the TSES were influenced by Bandura’s (1977) four sources of efficacy. Applying the
theory of self-efficacy to the education world is important in how teachers’ self-efficacy
beliefs affect their action of teaching and how it achieves an outcome (Tschannen-Moran,
Hoy, & Hoy, 1998). Because this study sought to discover teachers’ sense of efficacy as
it related to their teacher training program, it gave insight into what new CTE teachers
needed in order to be successful in delivering instruction to students.
Definitions of Relevant Terms
Alternative Certification—A fast track avenue to obtain teacher certification for
individuals other than the traditional teacher certification pathway.
Attrition—The reduction in numbers, size, or strength (Ingersoll, 2012).
Beginning Teacher—A teacher in a public school who has been teaching less than
one school year and entering the teaching profession for the first year in the profession.
This term is used interchangeably in the study with first-year, new, or induction teachers
(U.S. Department of Education, 2008).
Certification—The process of granting special professional recognition to an
individual and having qualifications past those required for a license (Bartlett, 2002).
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Career—A generic term that encompasses work or occupation behavior
regardless of the level of work or the socioeconomic status of the worker (Lent & Brown,
2013).
Career and Technical Education—A branch of education that consists of both
academic and technical skills designed to prepare students to succeed in future careers
and be lifelong learners (Advance CTE, 2018).
Efficacy—The ability in producing a desired result or effect.
Every Student Succeeds Act (ESSA)—Standards set by the U.S. Department of
Education that states are required to meet for public school education.
Induction—A way of providing teacher training and support to new beginning
teachers (Bartlett, 2002).
Licensure—A recognition by the state governmental agency where an individual
meets the requirements and is approved to practice the profession in that state (Bartlett,
2002).
Mentoring—The practice of matching a new teacher with an experienced teacher
who will provide one-on-one guidance during the new teacher’s first year teaching
(Smith & Ingersoll, 2004).
Motivation—Why people think and behave a certain way toward attainment of
valued goals (Graham & Weiner, 1996).
No Child Left Behind Act—Bill passed into Congress in 2001 and signed into law
in 2002 that was mandated by the federal government that all students must be taught by
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highly qualified teachers and student achievement is measured based on standardized
testing (NCLB, 2002; U.S. Department of Education, 2008).
Postsecondary—SC College and Career Readiness Toolkit defines this as “a
formal program of study an individual pursues for additional instruction beyond high
school, including two- or four-year degree programs, certificate or licensure programs,
apprenticeships, and military programs” (Center of Excellence for College and Career
Readiness, 2015, p. 2).
Professional development—Usually refers to ongoing learning opportunities for
teachers and other school employees through their schools or districts.
Retention—Teachers who remain in the profession, sometimes given in
percentage rate.
Self-efficacy—A personal belief in one's ability to perform a certain task
(Bandura, 1977).
Teacher self-efficacy—The teachers’ confidence in their ability to successfully
execute an action that returns a desired outcome of student motivation influencing student
achievement and behavior when students are not motivated (Duncan et al., 2013;
Tschannen-Moran et al., 2001).
Traditionally Certified Teachers—Refers to any of the 4- or 5-year university or
college degree that include content related to teaching.
Organization of the Study
This qualitative research study is organized into five chapters and an appendix
section. The first chapter provided an overview about new CTE teachers transitioning
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from the workforce to teach who have not been in traditional teaching programs, statistics
of new teachers leaving the profession, induction programs for new teachers, and the
knowledge of those CTE teachers who have no background in teaching. The first chapter
progressed with the significance of the study, a statement of the problem, the purpose of
the study, the research question, the research design, the conceptual framework, and
definitions of relevant terms.
Chapter two is an extensive review of the literature relevant to this study and
relevant to the theoretical and conceptual framework. The literature review begins with
the parameters for research then gives a general overview of South Carolina’s career
readiness accountability. The chapter then moves on to literature related to the
importance of CTE programs and dropout prevention as well as to the importance of
helping the workforce economy in graduating CTE students from programs that will help
fill the gap in the skilled workforce. More specifically, the literature review covers an
array of topics, which include the need for CTE teachers, the idea that the quality of
teachers matters, characteristics of alternatively certified CTE teachers, CTE teacher
recruitment and retention, and perceptions of CTE preparation programs. The chapter
then discusses teacher preparation programs for training and support. This includes a
literature review on support for CTE teacher preparation programs and components of
CTE teacher preparation programs. Finally, the chapter concludes with the theoretical
framework and conceptual framework of this study with a chapter summary at the end.
Chapter three begins with an introduction to the methodology used to conduct this
study. This chapter then states the research question and offers a brief overview of the
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research design. Then the chapter offers a review of the multiple characteristics and
justification for the rationale for using a general qualitative research design. Following
this rationale is the background of the study and a description of the setting and context,
which includes a detailed description of the school district, the school sites, how
participants were selected, the procedure of data collection and data analysis, ways in
which trustworthiness and validity were implemented in this study, reliability, and
limitations. This chapter then discusses how the data were managed, the ethical
considerations that were obtained, and the role of the researcher and subjectivity
statement. This chapter concludes with a chapter summary.
Chapter four presents a brief description of the findings of this study. It contains a
discussion of the sample used and offers a brief look at the data collection procedures and
data analysis. This chapter then gives a thorough picture of each of the six participants’
profiles, describing their stories in rich detail. Next, there is a detailed discussion of the
data analysis findings and how these findings relate to each piece of the conceptual
framework of this study. In addition, this chapter briefly discusses the four major themes
revealed in the study, which are discussed in more depth in chapter five. All of the data
were analyzed and coded for themes to support the discussion about the findings. This
chapter concludes with a chapter summary.
Chapter five includes a more in-depth discussion of findings through the lens of
the conceptual framework, a summary of the study, and a brief summary of the
conceptual framework. This chapter then presents an in-depth interpretation of each of
the findings, which were the major themes that emerged in this study. This chapter next
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offers implications for practice, limitations of the study, and recommendations for future
research. This chapter concludes with a researcher’s reflection and a final conclusion.
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CHAPTER TWO
LITERATURE REVIEW
As new teachers enter their classrooms for the first time, their enthusiasm and
optimism with bringing a fresh viewpoint into the education system begins to dwindle
after the initial few weeks caused by unbearable stressors (Callahan, 2016). Research
states that the rate of teachers who enter the profession and leave within 5 to 7 years is
high. This is no different for Career and Technical Education (CTE) teachers who have
transitioned from the workforce into an alternative pathway to teaching.
CTE teachers prepare students in skilled trades for the workplace (Stone, 2017).
Their work is important as they help students become career ready and help businesses
fill skill gaps. Teacher retention has been a chief and central issue for schools, but too
little attention has been given to research regarding CTE teachers and what may influence
their job satisfaction and retention (Omar, Self, Cole, Rashid, & Puad, 2018; Su, Dainty,
Sanford, Townsend, & Belcher, 2011). Extreme teacher attrition in schools can be costly
and also detrimental to the delivery of quality education and student learning (Boyd,
Grossman, Lankford, Loeb, & Wyckoff, 2009). Teacher preparation and training
experiences through alternative pathways of certification are related to attrition behavior
(Boyd et al., 2009). Boyd et al. (2009) stated that teacher’ backgrounds and work
experiences also have an influence on turnover. Teacher induction programs may not be
able to address all problems that beginning CTE teachers face, but they can increase
teachers’ knowledge and aptitudes to develop “higher job satisfaction, lower teacher
turnover, and improve student achievement” (Wonacott, 2002, p. 4). Throughout the
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nation, around a half million teachers are leaving the profession with only 16% leaving
due to retirement (Boyd et al., 2011).
This study is an investigation of new CTE teachers’ perceptions regarding the
training and support they received as it influenced their self-efficacy as they transitioned
into teaching from the workforce. It is well documented that teachers who have a high
sense of efficacy and act on it are more likely to have students who learn (Shaughnessy,
2004). In an effort to discover information from the findings of this study, the hope was
that it would add to the body of knowledge about new CTE teachers’ readiness and their
preparation, which has a direct correlation to their sense of self-efficacy and thus affects
their retention and the quality of education they deliver.
Most research and education experts suggest that it takes approximately three to
seven years for new teachers in their field to reach proficiency, to be considered highly
qualified and experienced, and to maximize student performance (Callahan, 2016;
Krasnoff, 2014; Long, 2010). However, the dismal reality is that one third of new
teachers leave the teaching profession within the first 5 years of teaching, and more than
60% of them leave within 7 years (Bowie & Gagen, 2005; Shaw & Newton, 2014). They
leave the profession just as they are at the precipice of gaining enough experience to start
being deemed highly qualified to maximize student performance. Shaw and Newton
(2014) stated, “If the most precious product developed in education is the student, then
our most prized commodity should be the classroom teacher” (p. 101). So, a dichotomy
lies here; although trying to build capacity in new teachers takes time as stated earlier
(about three to seven years), and if new teachers leave the teaching profession within five
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to seven years, then the capacity-building effort is wasted. This creates a gap in the
teacher shortage issue, and this is why this study is important, specifically for
alternatively certified CTE teachers.
The goal of this literature review was to establish the topic of this study in the
context of previous research and other scholarly material that supports self-efficacy for
newly hired CTE teacher preparation programs and related information. Therefore, the
following outline for the literature review was highlighted in three major areas:
significance of CTE programs, CTE teachers, and teacher preparation programs that
relate to training and support. The first section is devoted to the importance and
significance of CTE programs. This segment illustrates South Carolina’s career readiness
accountability and its understanding of the importance to CTE programs as they relate to
student achievement and the dropout prevention rate. In addition, it provides literature on
the importance of CTE as a medium to bridge the gap in the skilled workforce. The
second part of this chapter contains a discussion of CTE teachers, examines the vastly
discussed topic of teacher quality in the literature, and elaborates on characteristics of
alternatively certified CTE teachers, CTE teacher recruitment and retention, and related
information about perceptions of CTE teachers’ preparation programs. The third part of
the chapter discusses teacher preparation programs, which include in-depth training and
support for CTE teacher preparation programs and components of CTE teacher
preparation programs. The final section of this chapter is dedicated to the theoretical
framework of this study, specifically it presents how the theoretical framework of selfefficacy applies to the current issues in the field of new CTE teachers transitioning from
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the workforce. Also included in this section is a discussion of Bandura’s four sources of
efficacy, a definition of self-efficacy, and discussion of how self-efficacy influences
teacher retention which indirectly affects student achievement. Finally, there is a
discussion of the conceptual framework of this study and each of its components.
Ultimately, my aim was to reveal the need for new CTE teacher induction and
preparation programs to be specific to CTE teachers in order to retain those new teachers
and avoid losing them to another industry in their early years of teaching.
Parameters for Research
The research method for the literature review of this study began with a search of
the main keywords of CTE teacher efficacy and CTE new teachers’ perceptions in peerreviewed literature. This yielded unusable results because the search was too specific.
Therefore, the criterion for the search was adjusted to a more generic search regarding
teacher efficacy and teachers’ perceptions that were not specifically associated to the
CTE field. The search criteria inclusion contained the following key words: teacher
efficacy, self-efficacy, teacher perceptions, new teachers, teacher induction, mentoring,
and new teacher training. A separate search was conducted that included the key term
CTE with other key terms relevant to this study: career and technical education, CATE,
CTE and student achievement, CTE dropout prevention, CTE teacher retention, CTE
teacher training, and new CTE teachers.
The databases used for the search methods were EBSCO host and ScienceDirect.
The Clemson library link and Google Scholar were also used to search for the key terms.
The date parameters for the original search were set from 2010 to the present, which gave
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limited results. However, the dates were adjusted and expanded during the search of key
terms to seek literature that was relevant to this study. From the original search with the
various keywords and various date parameters, I reviewed about 350 documents. The
review included skimming over the abstract and the findings and discussion sections.
From the documents reviewed, I saved 238 files on my laptop in a folder organized by
category and date. Most of the literature was peer-reviewed research, but some were
reports regarding CTE information. I took more time thoroughly reading the saved files
on my computer. I further reorganized the documents into those I would use and those I
would not use for this study. From these, I selected 156 pieces of literature that I used for
this study.
Significance of CTE Programs
South Carolina Career Readiness Accountability
According to a report published by the South Carolina Education Oversight
Committee (2015), earning a high school diploma was no longer the focus or the end
result for students in the public school system. The report stated that the beginning of
transforming the public school system had arrived. Creating a culture of college and
career readiness that prepares students for the world of work after they graduate high
school has become the focus (South Carolina Education Oversight Committee, 2015).
The line is slowly blurring between academic programs and CTE programs as new
policies are integrating them (Jacques & Potemski, 2014). Career readiness is defined as
the “acquisition of the evolving knowledge and skills needed for successful entry into and
advancement within an occupational or career pathway” and an accompaniment to
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college readiness, which now together shape the purposes of public education (Stone,
2017, p. 157). CTE teachers and programs improve college and career readiness for all
students, provide authentic learning experiences for students, and are associated with
student engagement and motivation (J. C. Anderson, Woods-Wells, Amal, Bass, &
Simpson, 2018; Jacques & Potemski, 2014). This makes this study relevant because CTE
teachers play a powerful role in student engagement and motivation and are now
positioned to improve students’ college and career readiness.
Liston et al. (2008) stated that a good teacher matters, and few would disagree
that improving teacher quality has been a main goal in the public school system. Efforts
toward accountability to ensure that CTE graduates can find jobs related to their CTE
training began with the legislations of The Vocational Education Act in 1963 that
required states to evaluate their CTE programs (McCaslin & Parks, 2002). Since then
there have been several accountability pieces that legislation led in order to continue
efforts for accountability, which include The Vocational Education Amendments of 1968,
the Education Amendments of 1976, the Carl D. Perkins Vocational Education Act
(1984), the Carl D. Perkins Vocational and Applied Technology Education Act (1990),
and the Carl D. Perkins Vocational and Applied Technology Education Amendments of
1998 (McCaslin & Parks, 2002).
In the past, researchers, policymakers, and other stakeholders have not agreed on
a definition of what makes a student college and career ready (Conforti, 2013). Conforti
(2013) stated, “However, a consensus is emerging: a student is college and career ready
when he or she can both enroll in and successfully complete postsecondary collegiate or
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vocational programs without remedial academic work or assistance” (para. 1). Currently,
there is a general bill in place in the South Carolina General Assembly (2019) for the
state of South Carolina to adopt a definition for college and career readiness. One of
South Carolina’s accountability systems is built on indicators for career readiness.
According to the South Carolina Education Oversight Committee (2018), the state’s
Every Student Succeeds Act (ESSA) plan says that one of the ways a student can
demonstrate career readiness is by completing a CTE program with a state-approved
credential that leads to a living wage. ESSA requires states to submit their plans to the
U.S. Department of Education (US ED) explaining their systems for evaluating their
school performance and holding them accountable to improve.
States are not required to include college and career readiness measurements in
their accountability system by ESSA, but many Southern Regional Education Board
(SREB) states, such as South Carolina, set college and career readiness measurements in
their goals. SREB (2018) developed a profile according to the analysis of the South
Carolina plan approved by the US ED on May 3, 2018. The board stated that one of the
goals that South Carolina established was that “by 2035, 90 percent of students will
graduate from high school ‘college, career and citizenship ready,’ as defined in the
Profile of the South Carolina Graduate” (SREB, 2018, “Long-term goals,” para. 2).
College and career ready reporting metrics on the school report card include CTE course
enrollments and completers. One of South Carolina’s indicators awards high schools up
to 25 points on their report card for students who have completed a South Carolina
approved work-based learning experience, which consists of 40 hours or more in an
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internship, co-op, or youth apprenticeship and with a positive employer evaluation scores
of 3 or higher on all items with 5 being the highest score. High schools in South Carolina
can also earn points toward their school report card if they have a CTE student completer
with a state or nationally recognized credential. This initiative was put into place for
school year 2018-2019 as the career readiness accountability for students in districts
throughout the state.
CTE Programs and Dropout Prevention
Studies have proven that students engaged in CTE programs lower their chances
of dropout and increase their chances of graduating on time (Gottfried & Plasman, 2017).
CTE teachers provide students with relevant and real-world learning opportunities that
engage students. Therefore, students who participate in CTE programs are less likely to
drop out of school (Jacques & Potemski, 2014). With intense focus on dropout
prevention, career-related education in CTE programs has been a consistent option to
keep students on the school-to-career pathway (Gottfried & Plasman, 2017). CTE
program teachers report better student engagement than teachers in other academic
programs (Hensley, Ottem, & Levesque, 2017). The engaging authentic learning
experiences that CTE programs provide to students increase the probability that they will
persist and complete high school to matriculation (J. C. Anderson et al., 2018). Through
their study, Anderson et al. (2018) determined that students enrolled in CTE programs
exhibited “self-determined motivation, which leads to satisfaction, persistence in
academic tasks, and academic achievement” (p. 43). Castellano et al. (2007) stated,
“Dropping out of school is perhaps the strongest indicator of a lack of student
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engagement in school” (p. 14). CTE programs have shown to be more educationally
engaging than traditional courses through hands-on experiences, contextual learning, and
real world relevance (Brand, Valent, & Browning, 2013; Braun, Clarke, Hayfield, Terry,
& Liamputtong, 2019; Gottfried & Plasman, 2017). In a research brief that reviewed
characteristics of students who are most likely to drop out of school, Blazer and Gonzales
Hernandez (2018) found that typical factors for dropping out were individual, academic,
family, and school related. Their findings showed that the quality of programs students
are enrolled in are more important than the type of programs in which students are
enrolled (Blazer & Gonzales Hernandez, 2018). Hence, educators should focus on
teachers providing quality programs for students.
Many researchers believe that dropouts are detrimental to society because they
have higher rates of unemployment, less earnings, poor health, higher mortality rates,
more criminal charges, less likely to vote, and increased dependence on public
entitlement programs (Belfield & Levin, 2007). Studies have shown that students who
drop out of high school are more likely to be unemployed (Blazer & Gonzalez
Hernandez, 2018). Studies also have shown that when dropout students are employed,
they usually make less money than students who completed high school (Blazer &
Gonzalez Hernandez, 2018). Dropouts tend to collect large government subsidies and
rely on social programs such as welfare payments, housing assistance, and food stamps
(Blazer & Gonzalez Hernandez, 2018; Freeman & Simonsen, 2015; Gottfried & Plasman,
2017).
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High school graduation rates for CTE students labeled concentrators are about
90% higher than the national average (Advance CTE, 2018). South Carolina defines a
CTE concentrator as a secondary student who has earned three Carnegie units of credit in
a state-recognized CTE program whereas a completer is a concentrator who has earned
all of the required units in a state-recognized CTE program identified by the state (Office
of Career and Technology Education, South Carolina Department of Education, 2016).
Blowe and Price (2012) investigated student achievement and graduation rates in
Virginia by developing a program to evaluate their value and impact on student
achievement and graduation rates. Findings from this study helped schools make better
decisions regarding CTE programs because they showed that CTE increases student
performance in math and reading and increases student graduation rates (Blowe & Price,
2012). CTE programs motivate students because their coursework is connected to real
world experiences and makes them less likely to drop out of school (Conneely & Hyslop,
2018). CTE programs that have rigorous and industry-based technical standards have
higher percentages of academic achievement and better economic outcomes for high
school students, and as a result, they are less likely to drop out (Wilkin & Nwoke, 2011).
Plank, DeLuca, and Estacion (2008) pointed out that a mix of CTE and academic
courses decreased the dropout rate due to students gaining a broader set of experiences
that they identified with which led them toward the path of success. The SREB (2009)
state school improvement key practices for Technology Centers That Work are researchbased methods that improve student learning and achievement. Therefore, CTE programs
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are important in helping students graduate, and CTE teachers must be capable and
confident in their instruction.
Loera, Nakamoto, and Rueda (2013) selected two high schools in the same district
that contained a CTE program. Three subscales were used to predict students’ academic
engagement and students’ satisfaction with student life. The three subscales were
educational aspirations, perceived quality of academics, and adults’ impact on college
enrollment (Loera et al., 2013). Student-centered features in CTE small learning
communities predicted higher student outcomes (Loera et al., 2013). Multiple group
analyses compared the relationship of coefficients between two schools, which showed
the “regression weights between the student-centered features and the high school
outcomes did not differ significantly” between the two schools (Loera et al., 2013, p. 6).
The correlations between academic engagement with educational aspirations, adult’s
impact on college enrollment, and satisfaction of student life were significant (Loera et
al., 2013). The means and standard deviations were calculated for three latent variables
(Loera et al., 2013). The results indicated that adult mentors are important in students’
academic enrollment and engagement in CTE programs (Loera et al., 2013).
CTE Bridges the Gap in the Skilled Workforce
CTE programs prepare students with technical and life skills that are useful
throughout their career and help strengthen and sustain a workforce in this economy
(Conneely & Hyslop, 2018). The American economy requires a highly skilled workforce
to maintain its competitiveness in the market, and robust CTE programs can fulfill this
need (Stone, 2017). CTE is seen as a major source that is able to develop skilled workers
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for the American economy and as an important component of the American education
(Conneely & Hyslop, 2018). This study focused on CTE teacher induction preparation
programs because CTE programs motivate students to stay in school and graduate. CTE
programs help forge connections for students about college and career opportunities post
high school (Gottfried & Plasman, 2017). The CTE arena now offers a diverse range of
subjects in much-needed career fields in science, technology, engineering, and math
(Jacques & Potemski, 2014). Projections over the next 10 years show that between 36%
and 59% of expected middle-skill job openings will require a high school credential for
entering these positions while 19% to 30% will require some level of postsecondary
education including technical schools, diplomas, certificates, and other forms of training
(Stone, 2017). For many students who are not planning on a 4-year college, these middleskill career pathways are viable career possibilities that also help bridge the gap for the
skilled workforce. Conneely and Hyslop (2018) stated that “CTE programs provide the
skills training that address the needs of high-growth industries, such as healthcare,
renewable energy, and STEM fields” (p. 2). Economic and labor market trends have been
shown to influence the federal government’s role in requiring CTE programs to include
higher technical skill levels because employers have reported difficulty in finding
qualified workers (Dixon, Duck, & Horn, 2002).
The emerging labor market is seeking job seekers with academic skills,
employability skills, and technical skills (Stone, 2017). CTE programs prepare students
with academic, employability, and technical skills for career pathways continuing past
high school. CTE programs also offer students opportunities to earn industry credentials.
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Stone (2017) emphasized that the “most powerful signal of an individual’s career
readiness is an industry recognized credential” that companies seek (p. 159). These
credentials are possible opportunities that lead to entry-level positions and employment
opportunities after high school (Gottfried & Plasman, 2017; Stone, 2017). CTE programs
can solve the problem for employers by having more trained and qualified skilled
workers. Because CTE programs play an important role in motivating students to stay in
school and filling in the skilled laborer gap, CTE teachers must be equipped and feel
capable to teach high school learners. This study sought to uncover CTE teachers’
perceptions of their teaching efficacy during their first 2 years of teaching as it relates to
their professional training and development.
CTE Teachers
Teacher Quality Matters
Because an abundance of research shows that the greatest impact on student
achievement is the classroom teacher, the quality and effectiveness of the teacher is of
utmost importance (Shaw & Newton, 2014). Considerable evidence throughout the years
has proposed that among all school resources, the most important for student
achievement is well-prepared, expert, and experienced teachers (Krasnoff, 2014).
Therefore, the best concept for transforming public education and improving student
achievement nationwide is to develop and retain highly qualified teachers. In an effort to
pursue and improve teacher quality, the government set the requirements for teacher
certification to weed out underprepared individuals (Shuls & Trivitt, 2015). The type of
certification that individuals choose when becoming a teacher does not have as much
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impact on teacher quality as does the quality of induction and mentoring provided for
new teachers (Woods, 2016). This is why training teachers is an extremely important
topic to explore. Congress acknowledged the importance of teacher quality through the
provisions of the No Child Left Behind Act (NCLB) of 2002, which required every
public school in all 50 states to provide all students with “highly qualified teachers,”
defined as having full certification and competency in their content area subject.
Hanushek and Raymond (2005), in their article, “Does School Accountability Lead to
Improved Student Performance,” stated the following:
The cornerstone of current federal educational policy has been expansion of
school accountability based on measured student test performance. Although
many states had already installed accountability systems by 2000, a central
campaign theme of President George W. Bush was to expand this to all states,
something that became a reality with the No Child Left Behind Act of 2001
(NCLB). The policy has been controversial for a variety of reasons, leading to
assertions that it has distorted schools in undesirable ways, that it has led to
gaming and unintended outcomes, and that it has not and will not accomplish its
objectives of improving student achievement. (p. 297)
In the public school sector, NCLB (2002) set forth federal regulations mandating
both state and national accountability for student achievement. The law encouraged states
to offer routes to alternative certification, and so by 2003, most states had some type of
alternative certification routes for certifying individuals (Birkeland & Peske, 2004). By
2015, every state in the nation reported some type of alternative routes to certification
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(National Education Association, 2015). Realizing that NCLB is calling for qualified
teachers for all students, an alternatively certified teacher may not have high confidence
in his or her teaching ability because he or she does not have the same knowledge and
experience as novice teachers trained in a traditional setting (Flores, Desjean-Perrotta, &
Steinmetz, 2004). For CTE to be relevant to students’ success, the need to provide highly
qualified and competent CTE teachers is imperative (Wilkin & Nwoke, 2011).
According to the National Education Association (2015), about one third of
recently employed teachers in the United States had obtained certification through an
alternative pathway. Even though this law clearly addresses the importance placed on all
students having access to high-quality teachers, this is not currently the reality for all
students who would benefit most from high-quality teachers providing high-quality
instruction (Darling-Hammond, 2010). Studies at the state and local level have found that
teacher quality matters, and this is why it is important to understand teachers’ experiences
and their preparation for teaching and certification (Krasnoff, 2014). A good teacher
makes a difference in the classroom (Darling-Hammond, 2010). The advantages of
having highly qualified teachers are clear for student learning, and schools must staff
their schools with highly qualified teachers.
Characteristics of Alternatively Certified CTE Teachers
Traditionally, obtaining an education degree, serving as a student teacher, and
passing a licensure exam was the route to teacher certification. However, in the 1980s,
alternative paths to certification emerged to meet the demands of the teacher shortage
(Shuls & Trivitt, 2015). Most CTE teachers enter the profession with little or no training
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in teaching and go through some type of alternative certification process to achieve
licensure (Jacques & Potemski, 2014). The shortage of qualified and effective CTE
teachers has led many states to develop alternative teacher certification programs to
remedy the shortage (Duncan et al., 2013). Characteristics of alternatively certified CTE
teachers vary from traditionally certified teachers as they may have different induction
and professional development needs than non-CTE teachers, which plays an important
role in their retention early in their careers (Ingersoll & Strong, 2012). An alternative
certification gives individuals who are content experts an option to transition into
teaching directly from the workforce (Woods, 2016).
CTE teachers possess technical knowledge and may have more subject content
through their occupational experiences but lack academic teacher preparation (Woods,
2016). Individuals transitioning from the workforce into teaching CTE programs can find
teaching challenging (Woods, 2016). Because CTE teachers have not gone through the
traditional teacher preparation programs, strong induction programs must be set in place
to meet pressing needs (Jacques & Potemski, 2014). There are many studies on
alternative certification procedures for CTE secondary teachers, but there are few studies
that compare the CTE teachers’ preparation program as it relates to their teaching
experience (Ruhland & Bremer, 2003). Individuals transitioning from the skilled
workforce through alternative certification lack pedagogical experience (Bartlett, 2002).
Alternatively certified first-year CTE teachers lack the knowledge of practical teaching
skills needed to succeed beyond their first year (Smith & Ingersoll, 2004). In addition,
new teachers experience challenges during their first years in their career in isolation
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when in reality this is the time when they have the most needs (Kardos & Johnson, 2010).
One study discovered that up to 50% of new teachers leave the profession within 5 years
of entering the teaching profession (Ronfeldt & McQueen, 2017). A multitude of research
has suggested that the biggest struggle of inexperienced teachers is with classroom
management and with student engagement, especially students who struggle in learning
(Boyd, Grossman, Lankford, Loeb, & Wyckoff, 2006).
CTE Teacher Recruitment and Retention
Nearly half of the states across the nation declare shortages of CTE teachers with
more expected because of retirement (Jacques & Potemski, 2014). With teacher attrition
being a main topic in research, this next section examines literature related to CTE
teacher shortages and retention and how it affects these programs. Schools reported that
they were more likely to have difficulty filling CTE teaching vacancies than filling
academic teaching vacancies (Hensley et al., 2017). Hensley et al. (2017) suggested that
even though CTE teachers have a high rate of job satisfaction (92% in SY 2011-12
survey), the recruitment and retention of CTE teachers is still a challenge. It is important
that administrators develop effective training and support to attract and retain CTE
teachers. A national survey of backgrounds and beliefs of college freshmen at UCLA by
The Chronicle of Higher Education (2017) reported that the number of students who said
they would major in education dropped recently to 4.2% compared to 11% in 2000, 10%
in 1990, and 11% in 1971. Just because the number of students enrolling in education
programs in college has dropped, the type of certification does not matter as much as the
type of teacher preparation and support. Certification routes do not have as much impact
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on teacher retention as does the type of preparation and support teachers receive (Woods,
2016).
In November 2014, the Council of Chief State School Officers (CCSSO) issued a
report that stated schools in the United States must provide high-quality CTE programs to
prepare students to succeed in the 21st-century labor market. If alternatively certified
teachers leave the teaching profession, especially within the first few years of their
career, it becomes a costly training arena for teachers who are not as committed to remain
in the profession as traditionally certified teachers (Redding & Smith, 2016). Critical
CTE teacher shortage is a documented problem that exists in several states across the
country (Wilkin & Nwoke, 2011). School principals face high teacher attrition rates if
there are no learning communities established in the school that support new teachers
leaving positions vacant (Watkins, 2010). In their study that examined factors that could
affect retention of CTE teachers, “being satisfied in one’s career would inherently lead to
persistence and permanence” (p. 201). In a study by Redding and Smith (2016) that
explored early career teachers’ reasons for leaving the profession, their evidence showed
that by the 2007-2008 school year, alternatively certified teacher turnover rates were 10%
more than those of traditionally certified teachers. Because alternatively certified teachers
feel less prepared and are less effective in their beginning years, they leave at a higher
rate, creating a funnel of novice teachers year after year (Redding & Smith, 2016). Their
study found that alternatively certified teachers have an attrition rate higher than
traditionally prepared teachers, which may exacerbate the shortage (Redding & Smith,
2016). Having new teachers year after year over the course of students’ educational years

41

yields negative effects, causing them to fall behind (Darling-Hammond, 2010). Teacher
preparation programs are preparing new teachers as they join the teaching profession, but
these new teachers are still leaving the profession at rates that cost school districts a
substantial amount of money (Teague & Swan, 2013). The never-ending funnel of
teachers leaving and coming into the profession does not have a chance to catch up and
create experienced quality teachers. Although states spent more time “making teacher
licensure more rigorous, increasing school enrollments, teacher retirements, and large
numbers exiting the field have produced shortages” (Walter & Gray, 2002, p. 134). One
study showed that students who had three highly ineffective teachers in a row achieved at
lower levels than other students who had highly effective teachers 3 years in a row,
creating a cumulative negative effect on students (Sanders & Rivers, 1996).
In their analyses, Ingersoll and Strong (2011) stated that attrition for beginning
teachers comes with a price. Teacher production, training, and recruitment all come with
a cost, and the performance of newcomers is not usually as high as for veteran teachers
(Ingersoll & Strong, 2011). School districts have created induction programs for new
teachers to help “prevent the loss of investment in teachers’ human capital, with the
ultimate aim of improving the growth and learning of students” (Ingersoll & Strong,
2011, p. 203). According to Ingersoll (2012), around 40% to 50% of all new teachers in
the United States leave the teaching profession some time during their first 5 years of
teaching. Ingersoll stated that induction programs cannot be a hit or miss because the
teacher turnover during the first 5 years is high. However, most new teachers are able to
survive and thrive if they are equipped with strong training and quality induction support

42

(Ingersoll, 2012). This is why it is important to investigate new teachers’ perceptions of
their training during their first 2 years in the profession. Teachers who leave the
profession because of retirement are usually less equipped than teachers who leave the
profession because of job dissatisfaction or to follow another job (Kersaint, 2005). About
half of all teachers who enter the teaching profession will leave within 5 years, and it is
usually the best teachers who leave because of lack of support and unfortunate working
conditions (Kersaint, 2005).
According to an analysis by the National Commission on Teaching for America’s
Future (NCTAF, 2003), the attrition rate for new teachers lacking a student teaching
component and applicable education coursework is double compared to those who have
had student teaching. The challenge is for educators to attract all teachers, as well as CTE
teachers, and the shortage makes it a difficult task to attract qualified CTE teachers to
teach CTE programs (Wilkin & Nwoke, 2011). There is a need to provide “highly
qualified and highly competent CTE teachers who are able to prepare students to be
successful in their careers and in their lives” (Wilkin & Nwoke, 2011, p. 2).
In the past, a general practice was for school administrators to hire teachers, hand
them a textbook, and leave them on their own to teach (Teague & Swan, 2013). Even
though there are many challenges for new teachers, if they are equipped with quality
induction on the subjects of teaching pedagogy and classroom management, they will
more likely survive and thrive (Ingersoll, 2012). The New Teacher Academy, designed
by the McNairy County School District educators in rural West Tennessee, was a
program designed to meet the new teachers as they transitioned from being students in a
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teacher program to being teachers of students (Teague & Swan, 2013). It was developed
to include induction programs, support services, and mentor relationships. With different
studies about the impact of various induction protocols, these studies still collectively
provide evidence that mentoring programs for new teachers have a positive effect on
teachers and their retention (Ingersoll & Kralik, 2004; Ingersoll & Strong, 2011). CTE
administrators fill CTE teacher positions by hiring industry experts who have not gone
through traditional teacher education programs for classroom teaching positions. Current
research explores the effects of CTE with academic integrated curricula and their
influence on student outcomes (Morgan, Parr, & Fuhrman, 2011). Federal legislation has
focused on adding academics into CTE to escalate student achievement, but CTE
teachers may not be equipped with the necessary skills to integrate academics into their
teaching to deliver effective lessons (Sturko & Gregson, 2009).
The shortage of qualified and effective CTE teachers has led many states to
develop alternative teacher certification programs to remedy the shortage (Duncan et al.,
2013). The CTE teaching profession must have competent and effective CTE teachers,
yet it still continues to face an annual shortage of qualified teachers (McCandless &
Sauer, 2010). In his paper regarding principals attracting and retaining new teachers,
Watkins (2010) stated that whether teachers come as a second career or from teacher
preparation programs, the placement of those new teachers in learning communities helps
them fulfill their need for support and belonging. School principals face high teacher
attrition rates, which jeopardizes student achievement and curriculum continuity
(Watkins, 2010). With a lack of teachers to fill vacant positions in secondary schools,
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alternative certification programs are being sought after to qualify individuals to enter the
classrooms (Bartlett, 2002). Not having satisfactory certification requirements could
create problems for teacher retention because struggling teachers will more than likely
leave the profession (Jacques & Potemski, 2014; Ruhland & Bremer, 2003). Ruhland and
Bremer (2003) discovered in their research that adequate teacher preparation and a
positive experience for a teacher’s first year will help retain teachers. The next section
examines characteristics of CTE teachers in an effort to preempt the sections following,
which concern the rigor of teacher preparation programs.
Perceptions of CTE Preparation Programs
Researchers have discovered that new alternatively certified teachers feel less
prepared than new traditionally trained teachers because of less pedagogical training and
preservice classroom experience (Kee, 2012). Teachers who rate themselves higher in
skills and abilities show more satisfaction with their career, and that influences their
decision to remain in their profession (Ruhland, 2001). Alternatively certified teachers
feel less prepared and are less effective in their beginning years (Redding & Smith,
2016). In another study, one of the research questions addressed teachers’ perceptions of
their instructional effectiveness (Fenzel, Dean, & Darden, 2014). When teaching fellows
(uncertified recent college graduates) were compared to certified experienced teachers,
fellows reported less satisfaction “with their teaching quality, of perceived self-efficacy,
and of success at engaging difficult and unmotivated students” (Fenzel et al., 2014,
p. 26). They also showed that teaching fellows engaged students less often in classroom
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activities when compared to certified teachers. As a result of this study, they determined
that
self-perceptions, student perceptions of teachers and classroom learning
environments, and classroom observations showed consistently that experience in
the classroom and, to a lesser extent, holding a teaching certificate were related
positively to measures of teacher instructional competence and students’
perceived academic engagement and self-efficacy. (Fenzel et al., 2014, p. 30)
In a self-analysis study of teacher efficacy, Yoo (2016) discovered that teachers
acquiring new information about content and instructional strategies were positively
related to teacher efficacy. Overall, additional training that aids in the teaching
experience gave teachers a positive sense of teacher efficacy (Yoo, 2016). From the
study, it was discovered that conducting a self-analysis and examining one’s own
efficacy change as it related to professional development was important in the promotion
of periodic studies on teachers and teacher education programs.
Teacher Preparation Programs: Training and Support
Support for CTE Teacher Preparation Programs
Teachers are the key to an effective classroom, and producing well-prepared CTE
teachers is important for the success of students (Stone, 2017). Since CTE teachers play
an important role in part of the new reform efforts and national movement to implement
college and career readiness standards, more thought than ever needs to be placed on
developing and supporting CTE teachers to maximize their effectiveness in the classroom
(Jacques & Potemski, 2014). Lack of teacher preparation translates to teacher attrition
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and to student achievement gaps, which is why teacher preparation is vital. Wilkin and
Nwoke (2011) inspected one highly successful recruited CTE teacher and came up with
elements for CTE teacher training that are effective in recruitment and retention. In an
investigation, Yoo (2016) discovered that teachers’ professional development efforts
have a positive connection to teacher efficacy. There is a conflict between beginning
teachers’ expectations and the reality of teaching (Le Maistre & Paré, 2010). Teacher
preparation programs play a crucial role in helping prepare beginning teachers. Wyatt
(2016) stated that as teachers’ knowledge grows relevant to any particular task, so does
their sense of efficacy. Yoo (2016) noted that professional development, whether online
or in-person, had a positive link to teacher efficacy. These professional development
programs can help beginning teachers anticipate the challenges they may face, figure out
ways to handle these challenges effectively, and focus on teaching students appropriate
and meaningful content (Goldstein, 2008). Research is also consistent in CTE programs
where teachers help pave a pathway for students that combines their academic
preparation as it translates to career readiness (Castellano, Sundell, Overman, & Aliaga,
2012).
There has been much debate regarding the best way to prepare teachers who will
increase student outcomes (Boyd et al., 2009). Findings from a recent study stated that
there is value in using alternatively certified teachers as long as they are well prepared,
mentored, and given suitable teaching responsibilities so they can become proficient in
their classrooms (Fenzel et al., 2014). Fenzel et al. (2014) stated the importance of
continued mentorship as new teachers become more proficient in their classrooms, a
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finding relevant to the components of teacher preparation programs to this study.
Experience and mentoring are needed to confirm that teachers apply classroom processes
proficiently and experience success and confidence, a key component relevant to the
theoretical framework of this study (Fenzel et al., 2014). The findings from their study
suggest the vital importance of mentee skill development and a need to feel successful in
the classroom to increase teaching confidence, which is difficult to build through a short
summer training program or a few months of practice.
Watkins (2010) suggests that a strong induction and retention program for
teachers must include three main areas to maintain ongoing learning for all staff:
1. An induction program that provides well-developed mentoring and coaching will
include “emphasizing instruction and instructional planning is a good place for
the principal to begin this three-step plan” (p. 84).
2. An environment that produces and develops teacher autonomy and embraces
novice teachers and that brings fresh new ideas especially from teachers
transitioning from a second career because these teachers have knowledge of the
demands and skills needed in the industry.
3. An induction program that focuses on discussions for learning that is relevant to
immediate work in teaching and learning behavior of students.
Whether individuals get into teaching as a second career or from a 4-year teaching
education program, they all need support and belonging (Watkins, 2010). According to
Watkins (2010), “Effective teaching is not intuitive” (p. 83). Teacher preparation
programs play a crucial role in helping prepare beginning teachers. It is necessary that
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educators examine their teacher preparation programs from a systematic approach with
policies and initiatives around teacher supply/demand, teacher preparation and
knowledge, and teacher retention (Liston et al., 2008). Darling-Hammond (2012)
proclaimed that a coherent system of teacher development, teaching quality, and
evaluation along a continuum is what teaching and learning look like. Teacher
preparation programs can help beginning teachers anticipate challenges they may face,
figure out ways to handle these challenges effectively, and focus on providing students
with appropriate and meaningful opportunities for learning from said teachers (Goldstein,
2008). Research highly supports training programs for new teachers to help them with
challenges even though they may not all agree what these training programs should look
like.
Components of CTE Teacher Preparation Programs
Policymakers have implemented requirements for new teacher induction program
components to combat teacher turnover (Ronfeldt & McQueen, 2017). Teachers need a
comprehensive induction that includes professional development, coaching, mentoring,
and formal assessments during their first 2 years to develop a strong sense of self-efficacy
and become highly effective in the classroom (Krasnoff, 2014). Even though much
evidence shows the importance of teacher preparation programs, there is disagreement
regarding the best preparation approach (Boyd et al., 2009). However, characteristics
have emerged of what components should look like for CTE preparation programs and
support. CTE teachers who participate in professional development that promotes team
learning and collaboration become more skilled and capable of fulfilling their complex
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roles as coach, facilitator, and technology advocate helping students gain academic and
technical skills to be successful in the 21st-century workforce (Sturko & Gregson, 2009).
Even though there is debate on what induction programs should include, most include a
mentoring component (Israel, Kamman, McCray, & Sindelar, 2014).
Ingersoll and Kralik (2004) conducted a review of 10 studies that quantify and
evaluate the effectiveness of beginning teacher mentor programs and determine the value
they added for the growth and learning of students. Their conclusion, from all of the
studies reviewed, was that induction programs, especially teacher mentor programs, had a
positive effect on teachers and teacher retention after the first year of teaching (Ingersoll
& Kralik, 2004). The predicted percentage of inexperienced teachers who had no
induction and no mentoring during their first year was around 40%. However, they
discovered that some of the research showed that the impact of induction and mentoring
would be maximized if these programs were included with other important elements.
First-year teachers who received induction including a consistent mentor in the same
subject area, common planning time with other teachers in the same subject area, and
continually scheduled collaboration with other teachers on instructional issues dropped to
28% attrition. Moreover, full induction and mentoring including the above-mentioned
characteristics plus a seminar for beginning teachers, continuous feedback from the
principal or other administrators, and fewer course preparations was even more effective.
These induction components had a great effect on retaining first-year teachers.
In their study, Ronfeldt and McQueen (2017) reviewed which kind of induction
support predicted teacher migration and turnover of first-year teachers. They found that
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teachers who received “supportive communication from school leadership, mentor
programs, beginners’ seminars, and, to a lesser degree, collaboration/planning time”
showed less teacher migration and attrition (p. 406). A more robust finding from their
study was that teachers who received various combinations of induction support were less
likely to migrate or leave the teaching profession in their second year of teaching and
across 5 years (Ronfeldt & McQueen, 2017). Both terms mentoring and induction are
usually used synonymously throughout school districts because mentors manage
induction support (Israel et al., 2014). Mentor programs provided for new teachers must
include a well-structured teacher evaluation component (Israel et al., 2014). For mentors
to be effective, they must have demonstrated knowledge and skills in being able to lead
constructive mentoring conversations about the performance of the mentee (DarlingHammond, 2012).
One of the components for supporting new teachers is a strong teacher mentoring
system (Callahan, 2016). Mentoring programs that advance professional growth for new
teachers influence self-efficacy because evidence shows that they make new teachers
more effective in a shorter amount of time, improve student learning, and reduce the
teacher attrition rate (Ingersoll & Strong, 2011). Some studies found that strongly
designed mentoring programs not only improve retention rates for teachers but also
improve their teaching attitudes and feelings of self-efficacy in their instructional skills
(Krasnoff, 2014). A study by Kardos and Johnson (2010) randomly sampled 374 firstand second-year teachers in three states to examine their experiences with official
mentoring during their first year. They found that 78% of new teachers surveyed had
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mentors. They also found that fewer than 60% had three or more conversations about
classroom instruction and management throughout the year and most of them did not
have appropriate mentor matches. This could pose implications for school leaders who
use mentoring as a strategy to help train and support teachers to improve teacher retention
(Kardos & Johnson, 2010). Evidence suggests that even though mentoring is an important
component that works for new teachers, there is a danger in assuming new teachers’
needs will be completely met if they are assigned a mentor match (Kardos & Johnson,
2010). Furthermore Kardos and Johnson stated that it is imperative to inspect the type of
interaction between mentors and mentees and the extent of their conversations regarding
teaching challenges, classroom instruction and management, and curriculum and lesson
planning. Bowie and Gagen (2005) evaluated how mentors were chosen and trained to be
established as successful mentors. They stated that mentors who have experience in the
school and are effectively trained in approaches and techniques for supporting new
teachers are able to help new teachers. They said mentors must be knowledgeable and
experienced in current instructional approaches; conversational about issues with new
teachers; and reflective of teaching strategies, expectations of the mentoring program,
and ways to set clear expectations and goals for new teachers. If mentoring programs are
effective in reducing new teacher turnover, they will also be beneficial in reducing the
cost of replacing these new teachers.
When teachers cited the biggest challenges in their profession, they stated that
“excessive workloads and high-stakes testing, disruptive student behavior, poor
leadership and administration within schools, and views of teaching as a temporary

52

profession” were among these challenges (Krasnoff, 2014, p. 5). Professional
development that strongly supports these specific factors and provides a more
comfortable work environment for teachers influencing them to remain in the profession
is important. CTE teachers who participate in professional development that promotes
team learning and collaboration will become more skilled and capable of fulfilling their
complex role as coach, facilitator, and technology advocate, thus helping students gain
academic and technical skills to be successful in the 21st-century workforce (Sturko &
Gregson, 2009). Bliss (2011) conducted a study that investigated first-year teacher
induction programs to determine the type of support components first-year teachers
perceived were most effective. In their descriptive statistics, this study found that the
most effective components of aiding with career longevity were being assigned in their
certification area, having a mentor, having administrator observations and evaluations,
and having campus/district orientation sessions (Bliss, 2011). Federal legislation has
focused on adding academic subject content into CTE to escalate student achievement,
but CTE teachers may not be equipped with the necessary skills to integrate academics
into their teaching to deliver effective lessons (Sturko & Gregson, 2009). Policymakers,
state departments of education, districts, and schools must be sure to provide teachers
who are alternatively certified with teacher training programs that will prepare them as
they enter the teaching profession (Ruhland & Bremer, 2003). CTE teachers certified
through any type of program have reported concerns and needs for professional
development (Ruhland & Bremer, 2003).
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Ingersoll and Strong (2011) suggested that the content and quantity of induction
programs is important. Having a comprehensive induction program during their first 2
years of teaching proved to be most effective at maintaining good teachers in the
classroom and helped cut in half new teacher turnover rates (Kersaint, 2005). These
teacher preparation programs can help beginning teachers anticipate the challenges they
may face, figure out ways to handle these challenges effectively, and focus on providing
teachers with appropriate and meaningful content to teach, thus creating better learning
opportunities for students (Goldstein, 2008). For students to connect their learning in
meaningful ways, teachers must develop the knowledge of student learning (FeimanNemser, 2001). Feiman-Nemser (2001) advised that it is not until the induction period
that beginning teachers are able to understand the job of learning to teach. She stated,
“Just as student learning is the desired outcome of teaching, so teacher learning is the
desired outcome of teacher education” (Feiman-Nemser, 2001, p. 1025). Feiman-Nemser
further stated that teacher preparation programs should not stop at new teacher induction
but should be a continuum of developing teachers across the different stages of learning
to teach.
A study conducted by Van Zandt Allen (2013) looked at whether or not a Summer
Curriculum Writing Institute (SCWI) supported Master of Arts in Teaching (MAT)
graduates in their induction years regarding the components of teacher development and
teacher retention. Two of the variables this study centered on for the SCWI graduates
were teacher efficacy and teacher retention (Van Zandt Allen, 2013). The best teacher
preparation programs may “exit graduates” too early and may not allow teachers enough
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time to develop their teaching practice to positively affect student learning (Van Zandt
Allen, 2013, p. 76). Feiman-Nemser (2003) pointed out that induction programs usually
are geared to improving retention by giving new teachers emotional support. However,
Feiman-Nemser further stated that keeping new teachers in the profession is not the same
as helping them be good teachers, so education leaders must provide a culture that
supports teachers who are learning to teach more effectively. More importantly,
professional development that bridges the induction period to in-service training over a
sustained time continuum provides the framework to meet teachers’ emotional needs that
influences teacher efficacy and retention (Van Zandt Allen, 2013).
Self-Efficacy—Social Cognitive Theory
The theoretical framework for this study is viewed through the psychological lens
of Albert Bandura’s (1977) work on the social cognitive theory of self-efficacy. Selfefficacy is one of the most important predictors of an individual’s behavior (Bandura,
1977). Within his theory of self-efficacy, Bandura described that there are efficacy
expectations in individuals that include their belief in successfully executing a behavior
required to produce outcome expectations. Self-efficacy plays a major role in how tasks,
goals, and challenges are handled (Bandura, 1977). For teachers, self-efficacy relates to
the belief that he or she can produce a desired outcome in student engagement and
classroom learning. These self-efficacy expectations have an important influence not only
on the teacher’s impact on students but also on teacher’s classroom behavior. Selfefficacy is a cognitive process by which people construct beliefs about their ability to
perform at a given level of achievement, and it strongly affects people’s behavior,
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motivation, and finally, their success or failure (Bandura, 1997). People with strong selfefficacy view challenges as tasks to be mastered, to form a stronger commitment to the
activity, and to recover quickly from setbacks (Tschannen-Moran & McMaster, 2009).
People with a weak sense of self-efficacy avoid challenging activities, believe difficult
tasks are beyond their abilities, and focus on personal failings that give them low selfconfidence (Tschannen-Moran & McMaster, 2009). Bandura’s (1977) paper titled “SelfEfficacy: Toward a Unifying Theory of Behavioral Change” presents a model that
supports the theory that psychological changes affect the level and strength of selfefficacy. He further stated that expectations of personal efficacy determine how much
effort is constituted and how long it is continued in situations of difficulty. According to
Bandura, self-efficacy refers to a person’s belief in his or her capacity to accomplish a
behavior necessary to produce a specific performance outcome. Self-efficacy is different
from other concepts of self, such as self-concept, because it deals with an “individual’s
characteristic affective evaluative of self” rather than his or her feelings of self-worth
(Tschannen-Moran et al., 1998, p. 210). Believing in one’s ability and confidence to
teach and motivate students regardless of their background and abilities is an important
concept for this study as it looks at new teacher preparation and support. More
importantly, self-efficacy principles were considered as the major mediators for behavior,
especially for a behavioral change (Henson, 2001). Bandura (1977) pointed to efficacy
expectations as a person’s belief in doing certain behaviors successfully that will yield a
performance outcome and help those persons persist in situations of difficulty. This
efficacy expectation is important to the framework of this study because it determines
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how much effort an individual will expend on a certain activity and how long that effort
will be sustained during difficult situations. This efficacy expectancy is explained in
Tschannen-Moran and McMaster’s (2009) motivational construct where self-efficacy
influences a teacher’s efforts and persistence rather than just their performance. Bandura
(1977) also explained that the strength of people’s belief in their own effectiveness
determines their coping skills to either handle a situation or fear it, which holds true to
beginning teachers coming into teaching for the first time with no prior experience in
teaching.
Conceptual Framework
In this section, two theories, which are the basis of the conceptual framework
guiding this study, are presented. The theoretical framework begins with Bandura’s
(1977) social cognitive theory of self-efficacy that drives a person’s belief about his/her
ability to execute an action to accomplish a task. In this case, it is the task of teaching.
Bandura (1977) believed that there are four sources of self-efficacy that drive behavior:
mastery experience, vicarious experience, verbal persuasion, and physiological state. The
other theory used for the conceptual framework for teachers’ self-efficacy was the
teacher’s self-efficacy scale (TSES) developed by Tschannen-Moran and Hoy (2001).
The TSES measures three dimensions or behaviors deemed important for teachers’
success: instructional strategies, student engagement, and classroom management. These
theories together provide an important teaching context to the theory of self-efficacy and
help answer the research question posed in this study. Bandura’s (1977) theory of selfefficacy relates to teacher efficacy and TSES through specific teaching tasks and
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behaviors describing how the four sources of self-efficacy influence teachers’ behavior in
the classroom. Therefore, Bandura’s four sources of self-efficacy influence behavior of
the three dimensions related to the behavior of teaching. Putting these together forms the
conceptual framework of this study.
Bandura’s Four Sources of Self-Efficacy
Higher levels related to teachers’ sense of efficacy yield positive results.
Protheroe (2008) stated teachers who possess a strong sense of efficacy
tend to exhibit greater levels of planning and organization; are more open to new
ideas and are more willing to experiment with new methods to better meet the
needs of their students; are more persistent and resilient when things do not go
smoothly; are less critical of students when they make errors; and are less inclined
to refer a difficult student to special education. (p. 42)
Tschannen-Moran and McMaster (2009) surveyed 93 teachers in nine schools in a
study that examined sources of self-efficacy beliefs. Their study tested the relationship
between teacher efficacy in a professional development workshop teaching a new skill
and implementation of that skill in teaching reading. The teachers completed surveys
related to their self-efficacy beliefs and level implementation of a new teaching strategy
for beginning readers before and after participating in one of four workshops of
professional development with the same teaching strategy that contained increasing levels
of “efficacy-relevant inputs” (Tschannen-Moran & McMaster, 2009, p. 228). They stated
that without self-efficacy, individuals do not put as much effort into their endeavors
because they believe that their efforts will be pointless.
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Results indicated that the professional development format that supported mastery
experiences through follow-up coaching had the strongest effect on self-efficacy beliefs
for reading instruction as well as for implementation of the new strategy. A substantial
proportion of the teachers who participated in formats that included a demonstration with
local students and a planning and practice session but no follow-up coaching experienced
a decrease in their self-efficacy for reading instruction. Self-efficacy beliefs influence
thought patterns and emotions that enable goal-directed actions in situations where
people believe they can exercise some control. According to Tschannen-Moran and
McMaster (2009), “Self-efficacy is a future-oriented belief about the level of competence
a person expects he or she will display in a given situation” (p. 229).
Because self-efficacy plays a crucial role in comprehending human behavior, it is
important to understand how these beliefs are formed (Tschannen-Moran & McMaster,
2009). These beliefs are specifically related to teachers in their teaching contexts and
perceptions about their personal abilities to teach and are formed in light of the
requirements of specific teaching tasks (Tschannen-Moran et al., 1998). In assessing
one’s beliefs about the teaching capability in a particular context, teachers will make two
interrelated decisions: an assessment of their personal teaching ability and an assessment
of the expected requirements of an expected teaching task (Tschannen-Moran et al.,
1998). Because it is a motivational construct, self-efficacy is more influential over
teachers’ efforts and persistence rather than their performance, and this becomes a new
source of efficacy information (Tschannen-Moran & McMaster, 2009). Bandura (1997)
stated that teachers make behavior judgment performance of their self-efficacy based on
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the following four sources: (a) verbal/social persuasion, (b) vicarious experiences,
(c) mastery experiences, and (d) physiological and emotional states (see Figure 1). This
study used Bandura’s four sources of efficacy related it to the TSES developed by
Tschannen-Moran and Hoy (2001).

Figure 1. Bandura’s four sources of self-efficacy. Adapted from Self-Efficacy: The Exercise of
Control, by A. Bandura (New York, NY: W. H. Freeman).

Verbal/social persuasion. This source of self-efficacy involves verbal
encouragement from others such as colleagues, supervisors, and administrators who
encourage one’s belief of the ability for achieving a desired outcome (Tschannen-Moran
& McMaster, 2009). Teachers receive verbal persuasion through professional
development of new instructional strategies, which is usually one-sided and does not take
into account teacher input. Another verbal persuasion for teachers is specific feedback
from their colleagues and supervisors that puts faith in their ability to implement new
teaching strategies. Tschannen-Moran and McMaster (2009) pointed out that verbal
persuasion alone is not strong enough a source to influence self-efficacy, but when
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provided with other sources, it helps teachers put added effort toward their instructional
strategies. One cannot just give information or feedback to a teacher and expect to affect
instructional skills without other sources of efficacy provided.
Vicarious experiences. Another source of self-efficacy is observing another
individual successfully modeling the action in a similar situation that the individual is
contemplating in order to set a standard to follow in teaching. In this source of selfefficacy, teachers measure their abilities and set their goals for performance from the
standards set before them in the teaching strategy being modeled. This can provide
valuable insight, especially if the performer is demonstrating a task that is within reach of
the observer. Because teaching does not have absolute measures of adequacy, teachers
measure their abilities according to the observation of others’ performance (Bandura,
1997). For example, with vicarious experiences, if a teacher observes another teacher’s
practice and is more confident that it is effective, then the teacher will be more confident
to reach students successfully using that practice (Hoy, 2000).
Mastery experiences. This source of self-efficacy provides the most dependable
evidence of whether a teacher can be successful in a specific endeavor, and it is the most
influential source of efficacy information (Bandura, 1997). This allows the teachers time
to use new knowledge acquired from professional development rather than having a mere
exposure to new material. According to Tschannen-Moran and McMaster (2009), “The
proficiency of a performance creates a new mastery experience that serves as a new
source of self-efficacy that either confirms or disrupts existing self-efficacy beliefs” (p.
230).
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Physiological and emotional state. Sometimes individuals judge their own
abilities by relying on their physiological and emotional state (Bandura, 1997). For
example, high levels of anxiety or emotional arousal can hinder a teacher’s self-efficacy
beliefs in performing an action. However, moderate levels of emotional arousal may help
that teacher focus attention on the task and improve performance. New beginning
teachers may be nervous and overwhelmed with initial training especially when observed
and critiqued, but allowing practice time in a supportive environment can help teachers
increase their feelings of accomplishment.
Teacher Efficacy
Over the years, considerable research has been conducted on teacher efficacy and
it “continues receiving attention in education research circles” (Kleinsasser, 2014,
p. 168). Some research suggests that teacher efficacy remains elusive at times. Evidence
presented in a study by Kleinsasser (2014) from a review of articles stated that teacher
efficacy is “multi-faceted, multi-dimensional, and complex” (p. 176). Researchers have
described teacher efficacy as the teachers’ confidence in affecting student motivation
when students are not motivated, which is associated with students’ academic
achievement and behavior (Klassen & Tze, 2014; Tschannen-Moran & Hoy, 2001).
Teacher efficacy has been associated frequently with teacher effectiveness and student
outcome, but “much is still to be learned about the specific characteristics and
experiences that contribute to these teacher beliefs” (Shoulders & Krei, 2015, p. 50).
Throughout the years, studies of student motivation toward learning have been
related to increased academic achievement (J. C. Anderson et al., 2018). Studies of
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teacher efficacy have found challenges in its measure from its inception and in its
progression beginning with Rotter (1966) and Bandura’s (1977) early work to measure
teachers’ efficacy by using the scale of Tschannen-Moran and Hoy (2001). In their
foundational article, Tschannen-Moran and Hoy laid the cornerstone with their
measurement instrument of the teachers’ efficacy scale for preservice and in-service
teachers and provided insights into the scale’s development and, in so doing, deemed it as
reliable and valid. Their instrument was situated to understand teacher efficacy within the
scales that measured efficacy for instructional strategies, classroom management, and
student engagement.
When people do not have faith in their competency toward a specific task, they
may avoid or procrastinate at performing that behavior (Lent & Brown, 2013). Feelings
of preparedness of alternatively certified teachers are less than those of traditionally
certified teachers because they have less coursework in education and less field
experience (Kee, 2012). A teacher’s efficacy is a belief in the teacher’s confidence in his
or her ability to bring about desired outcomes of student engagement and learning even
amid students who may be problematic or unmotivated (Bandura, 1977; Duncan et al.,
2013; Tschannen-Moran et al., 1998). In addition, teachers’ efficacy beliefs relate to the
teachers’ motivation behind their performance in how much effort and persistence they
demonstrate in the classroom and not solely to their performance (Tschannen-Moran &
Hoy, 2001). There have been a variety of ways that teacher efficacy has been measured in
the past that have left unresolved issues for researchers to explore (Tschannen-Moran &
Hoy, 2001). For example, there has been disagreement and lack of clarity on the
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conceptualization of measurement and questions regarding to “what extent efficacy
beliefs are transferable across contexts” (Tschannen-Moran & Hoy, 2001, p. 784). In
their study, Tschannen-Moran and Hoy (2001) investigated various measures that have
been used to capture this construct and proposed a new measure of teacher efficacy in
their TSES survey instrument that has been used in several studies, thereby increasing its
reliability and validity. Their TSES model measures efficacy in three dimensions (see
Figure 2): instructional strategies, student engagement, and classroom management
(Tschannen-Moran & McMaster, 2009). Tschannen-Moran and McMaster (2009) stated
that these dimensions of efficacy may be interrelated. This measurement instrument has
been used as a way to evaluate teachers’ beliefs about their competency in the classroom
(Shoulders & Krei, 2015). Teachers who have a strong sense of teacher efficacy had a
direct link in providing experiences that influenced positive student outcomes (Lee,
Cawthon, & Dawson, 2013; Rubie-Davies, Flint, & McDonald, 2012).

Student
Engagement

Instructional
Strategies

Classroom
Management

Figure 2. Three dimensions of teachers’ sense of efficacy scale (TSES). Adapted from “Teacher
efficacy: Capturing an Elusive Construct,” by M. Tschannen-Moran & A. W. Hoy, 2001,
Teaching and Teacher Education, 17(7), 783-805.
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The first dimension of efficacy beliefs in the TSES measures efficacy in
instructional practices. Highly efficacious teachers have more confidence in trying new
and innovative instructional practices (Rubie-Davies et al., 2012). The second dimension
of efficacy beliefs in the TSES measures efficacy in student engagement, which has been
associated with positive behaviors, student achievement, and students remaining in
school (Taylor & Parsons, 2011). The third dimension of efficacy beliefs in the TSES is
classroom management. Highly efficacious teachers have more confidence and
motivation in managing their classroom (Tschannen-Moran & Hoy, 2001). Shoulders and
Krei (2015) conducted a study that compared teachers’ self-efficacy to the three
constructs from the TSES: student engagement, instructional practices, and classroom
management. They discovered that teachers with the educational level of a master’s
degree or higher and more than 15 years of teaching experience were more efficacious in
classroom management and instructional practices. Bandura (1997) stated that teachers’
self-efficacy was strongly influenced by mastery experiences. Moreover, these same
teachers did not show significant change in their self-efficacy for student engagement
when compared with teachers holding only a bachelor’s degree and with less experience.
Their results showed that teacher efficacy is important because it may have a direct
impact on instructional practices and classroom management. Students will succeed when
they are engaged and interested in the lesson because of instructional strategies
(Shoulders & Krei, 2015). Kim and Seo (2018) discovered that teacher efficacy has a
direct relationship to instructional strategies and student engagement, but classroom
management is linked to the students and not the teachers. Wyatt (2016) explained that
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teachers’ knowledge is linked to self-efficacy and as teachers become more
knowledgeable and proficient, their self-efficacy increases.
Understanding teachers’ confidence in their teaching ability began about 30 years
ago in a landmark study by the Rand Corporation researchers where teacher efficacy was
defined as the belief in one’s capability and confidence to perform a teaching task in a
specific situation successfully related to their personal competence (Tschannen-Moran et
al., 1998). Researchers from the Rand Corporation conducted a study in which teachers
were asked to express their degree of agreement or disagreement to two Rand statement
items to better understand the concept of teachers’ confidence in their ability to promote
student learning. This study generated important results. Participants were asked to
specify their level of agreement to these two items on a 5-point Likert scale, and the sum
of these two scores was referred to as teacher efficacy. In short, the Rand study exposed
that teachers’ level of confidence about their ability to teach and promote learning could
depend on past experiences or on the environment and that administrators were able to
help teachers develop a sense of efficacy (Protheroe, 2008). It also exposed the extent to
which a teacher believed his or her teaching could influence student motivation and
learning and whether it was in their hands or a belief that reinforcement of their teaching
is out of their hands (Tschannen-Moran & Hoy, 2001). Catering to students’ interests and
motivating them to succeed can be challenging even for the experienced teacher, and
exasperating for the new and inexperienced teacher (J. C. Anderson et al., 2018). In the
words of Henson (2001), “The idea that teachers’ self-beliefs are determinants of
teaching behavior is a simple, yet powerful idea” (p. 7). Researchers have put in great
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effort to try to find ways to measure this powerful construct of teacher efficacy that was
grounded in the theoretical base of Rotter’s (1966) work in social learning theory through
the Rand measure from these two statements (Tschannen-Moran & Hoy, 2001). These
two statements of teachers’ perceptions of their own abilities turned out to be powerful
measurements by Rand researchers of teachers’ characteristics and student learning
(Tschannen-Moran & Hoy, 2001). Teacher efficacy was seen by the Rand researchers to
be thus: If teachers believed they could control student motivation and behavior due to
consequences of teaching behavior, then teachers with a high teacher efficacy were
confident they could affect student achievement and motivation (Tschannen-Moran et al.,
1998). Hoy (2000) built on the work of Bandura and stated that vicarious experiences and
social persuasion are other factors that may impact a teacher’s sense of efficacy. Hoy
suggested that “some of the most powerful influences on the development of teacher
efficacy are mastery experiences during student teaching and the induction year,” and the
“first years of teaching could be critical to the long-term development of teacher
efficacy” (p. 3). However, one thing to note is that as much as teacher efficacy is
positively related to new beginning teachers, it tends to have less impact on experienced
teachers who are more resistant to change than new teachers because they already have
internal beliefs about themselves solidified from their experience measured in time
(Henson, 2001).
According to Tschannen-Moran and Hoy (2001), “The search for ways to
measure teacher efficacy has not suffered from a lack of effort” (p. 784). The initial
measure was based on Rotter’s (1966) social learning theory. While Rotter’s social
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learning theory model predicted behavior about the power people have over their lives,
Bandura’s (1977) self-efficacy theory involved people’s beliefs in their own abilities as
was described in his article, “Self-Efficacy: Toward a Unifying Theory of Behavioral
Change.” Bandura stated that efficacy is a cognitive process of people’s beliefs in their
ability to organize and execute an action, and in their sense of confidence in their
expected competence in a given situation. Self-efficacy beliefs influence thought patterns
and emotions that allow a person to put in effort and persist even with setbacks (Bandura
1986, 1993, 1997). Social cognitive theory proposed another type of expectation called
efficacy expectations discussed earlier, which is the individual’s estimate of the likely
results performing that task at the expected level of competence (Bandura, 1986,). More
so, it relates to how much effort an individual will use in order to execute a specific task
at a given level of accomplishment (Tschannen-Moran & Hoy, 2001). Bandura (1997)
developed a 30-item multifaceted measuring instrument for teacher efficacy that did not
have enough reliability and validity for its measurement. With so much research on
measurement scales for teacher perceptions of teacher efficacy, Tschannen-Moran and
Hoy (2001) developed a TSES as a measuring instrument that includes 24 questions.
Their scale was tested in several studies and deemed valid and reliable for researchers
who were interested in exploring teacher efficacy. This is discussed in more depth in the
conceptual framework of this study.
Researchers believe that teacher efficacy is situation specific, where a teacher
may feel competent in an area with certain students and feel less competent in that area
with different students (Tschannen-Moran & Hoy, 2001). Teacher efficacy as it connects
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to the psychological framework of social cognitive theory of Bandura’s self-efficacy and
efficacy expectation is what guides this research study. This study is important because
the efficacy of teachers and the teachers’ perceived ability to impart knowledge can
influence student behavior even for unmotivated or challenging students (Guskey &
Passaro, 1994).
Teacher efficacy and teacher retention. An important facet of teacher efficacy
is how long teachers remain in the profession, which is critical to CTE. Alternatively
certified teachers begin their careers with a deficiency of instructional resources (Redding
& Smith, 2016). Teachers’ sense of self-efficacy—“the personal satisfaction that comes
from feeling competent to do the job well—is important in their decision to stay or leave
the profession” (Krasnoff, 2014, p. 4). Also, alternatively certified teachers have low
feelings of preparedness when they begin their teaching career, and even with preservice
training, they are often not prepared to enter the teaching profession (Redding & Smith,
2016). Redding and Smith (2016) stated, “Without a strong feeling regarding their ability
to manage classroom behavior or meet their students’ learning needs, AC teachers may
be more likely to leave the teaching profession” (p. 1091). Studies show that high schools
face challenges in appealing to and attracting CTE teachers (Wilkin & Nwoke, 2011). In
particular, teacher turnover is a growing concern in the United States, backed up by much
research. Teachers who face frustrations alone are more likely to leave the teaching
profession (Bennett, Brown, Kirby-Smith, & Severson, 2013). Teachers who feel more
prepared in various methods of teaching are more likely to remain in the teaching
profession and have a better sense of preparedness (Woods, 2016). In addition, research
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indicates that alternatively certified teachers who have support mechanisms in place, such
as mentoring and induction programs, have greater levels of retention and quality of
instruction (Woods, 2016). For teachers to be supported by administration is just as
important a factor that could contribute to teachers remaining in the profession as having
a good mentorship program, professional development, and autonomy (Bennett et al.,
2013). In their study, Bennett et al. (2013) discovered that teachers left the teaching field
because of the following reasons: “Lack of organizational skills; . . . teachers are put in
the classroom pretty much on their own; . . . and teachers do not have a strong mentoring
system” (Bennett et al., 2013, pp. 567-568). Collie, Shapka, and Perry (2012), in their
study, stated that apparent stress by teachers related to their workload and their sense of
efficacy affected their job satisfaction. In addition, they stated that student behavior stress
combined with low sense of teacher efficacy and feelings of inadequacy had an influence
on job satisfaction (Collie et al., 2012). The ongoing challenge of teacher stress and
burnout has been a big focus for researchers, and giving teachers resources to manage
their stress and elevate their teachers’ sense of efficacy may reduce this burnout (Flook,
Goldberg, Bonus, & Davidson, 2013). Results from a study by Mordan (2012) showed
that a relationship exists between retention and professional development. He stated that
beginning CTE teachers who were assigned an effective mentoring component were
more likely to remain in the profession than teachers who were not assigned a mentor. In
another study, Skaalvik and Skaalvik (2010) discovered that job satisfaction was
positively linked to teacher efficacy and negatively linked to teacher burnout and
exhaustion.
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Teacher efficacy and student achievement. Convincing evidence so far from
the literature review has shown that teachers’ self-beliefs of their teaching abilities are
powerful determinants of their teaching behavior. Teacher effectiveness is a more critical
and influential factor in student achievement than class size and composition (Klassen &
Tze, 2014). Most experts agree that strong comprehensive induction programs, which
include professional development, coaching, mentoring, and formal assessments, help
develop novice teachers into highly qualified teachers, thus affecting student achievement
(Krasnoff, 2014). Teacher effects on student learning are cumulative over grade levels,
and it is difficult for a student to overcome that if he or she has had a sequence of
ineffective teachers even if exposed to a subsequent effective teacher (Sanders, Wright, &
Horn, 1997). Strongly supported teachers through professional development, coaching,
and mentoring become highly effective at producing quality student learning and high
student achievement (Krasnoff, 2014). Klassen, Tze, Betts, and Gordon (2011) showed
that teacher efficacy had an indirect effect on student academic achievement through its
effect on student behavior, motivation, and goal-setting. In applying Bandura’s social
cognitive theory of self-efficacy, teachers’ efficacy has been related to positive behaviors
in teaching and student outcomes (Henson, 2001). In a more recent meta-analysis, Kim
and Seo (2018) concluded that if teachers have faith in affecting student academic
performance, they are more enthusiastic in their teaching and might positively affect
student performance. They also discovered in their meta-analysis that the length of
teachers’ professional experience played a part in the relationship between teacher
efficacy and student achievement. Teachers’ self-efficacy has also been associated with
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student outcomes such as students’ self-efficacy, student engagement, motivation, and
student achievement (Shahid & Thompson, 2001). Flook et al. (2013) stated that as long
as teachers are supported and provided tools to cope with stress and increase their
teaching sense of efficacy, that can translate to students learning success. When teachers
have a high sense of efficacy, they put more effort into their investment in teaching
(Tschannen-Moran & Hoy, 2001). This is what schools and school leaders expect of
teachers when they are hired. Prevailing effects that teachers have on their beliefs in their
ability to positively impact student learning is important to the success or failure in
teachers’ behaviors (Protheroe, 2008). Students who have teachers with high efficacy
have outperformed students in classes with other teachers (Henson, 2001). In other
words, teachers who have greater confidence in their teaching ability make a difference in
student achievement. Recalling that self-efficacy is a motivational construct that
influences teacher effort and persistence, teachers with a high sense of efficacy will act
on putting forth effort and use persistence in teaching and thus will affect student
learning. Loera et al. (2013) believed, “Specifically, students who feel supported by their
teachers tend to report being more engaged in their schooling and more likely to make
plans to enter college after high school” (p. 11). Because teacher efficacy has a direct link
to student achievement, it is imperative to understand the factors that contribute to
teacher effectiveness (Klassen & Tze, 2014).
Conceptual Framework: Four Sources of Efficacy and Teacher Self-Efficacy Scale
The combination of these theories drove the conceptual framework of this study.
With the abundant research on measurement for teacher efficacy as discussed thus far, the
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conceptual framework of this study is laid out in this section. Bandura’s (1977) four
sources of self-efficacy beliefs as they relate to Tschannen-Moran and Hoy’s (2001)
teacher’s sense of efficacy scale form the basis of this study as seen in Figure 3.

Figure 3. Conceptual framework of the study. Adapted from “Teacher Efficacy: Capturing an
Elusive Construct,” by M. Tschannen-Moran & A. W. Hoy, 2001, Teaching and Teacher
Education, 17(7), 783-805.

These frameworks fit well together because Bandura’s (1977) four sources of
efficacy influence behavior of the three dimensions in the TSES. According to
Tschannen-Moran and Gareis (2004), “Self-efficacy beliefs are an element of the social
cognitive theory” (p. 573). The belief or personal judgment in teachers’ ability to
accomplish goal-oriented actions will affect their behavior and motivation in their
successes or failures. Without self-efficacy, people do not put forth effort in a desired
outcome because they believe their efforts will be futile (Tschannen-Moran, &
McMaster, 2009). Bandura (1977) stated that the major influences for efficacy beliefs are
attributed to the interpretation of four sources: verbal/social persuasion, vicarious
experiences, mastery experiences, and physiological and emotional states. As the
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foundation for their research in teacher efficacy, the TSES grew out of Bandura’s work
on the concepts of self-efficacy, specifically in the context-specific construct of teaching.
Consistent with the general design of self-efficacy, the TSES focuses on teaching.
Tschannen-Moran and Hoy (2007) defined teachers’ efficacy as their judgment of their
abilities to bring about a desired outcome in student learning even if the students may be
difficult or unmotivated. A teacher’s sense of self-efficacy has been linked to people’s
motivation of their behavior in the classroom that affects implementing instructional
change (Tschannen-Moran, & McMaster, 2009). The TSES measures efficacy in the
following three areas: (a) efficacy for instructional strategies, (b) efficacy for classroom
management, and (c) efficacy for student engagement. Tschannen-Moran and Hoy (2001)
believed that Bandura’s four sources of self-efficacy influence peoples’ behavior in these
three dimensions related to the behavior of teaching. This study used these three
observable areas of practice to describe teaching efficacy for new CTE teachers
transitioning from the workforce who have had no prior teacher preparation program.
Within each area, this study examined each of the sources of self-efficacy to provide a
more empirically based description of perceptions of new CTE teachers’ training and
preparation. The combination of these theories forms the conceptual framework used in
this study.
This conceptual framework is important because it helps provide a structure for
teachers’ descriptions of professional development experiences through the lens of selfefficacy and teaching efficacy. Teacher self-efficacy is significant because it has been
connected with teachers’ behavior in the classroom and execution of instructional
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practices as well as related to student outcomes, engagement, motivation, and
achievement. This framework also helps examine the motivational construct of selfefficacy, which can affect effort in teaching and persistence that then affects the teachers’
performance, which in turn could become a new source of efficacy information.
Tschannen-Moran and McMaster (2009) believed, “The cyclical nature of behavior
influencing self-efficacy, and thus new behaviors, forms a self-reinforcing cycle of either
success or failure that tends to become quite stable unless a jarring experience provokes a
reassessment” (p. 229). One of the most significant reasons for school leaders to pay
attention to teachers’ efficacy is “the role it plays in teachers’ implementation of new
teaching strategies presented through professional development” (Tschannen-Moran &
McMaster, 2009, p. 231). In a study of teacher efficacy, Tschannen-Moran and McMaster
examined the role of the format of professional development in increasing self-efficacy.
Participating teachers received an additive approach to their professional development by
which a deeper source of efficacy-relevant item was added in each workshop. This study
set the precedent for combining the Bandura and TSES research where three of the four
sources of Bandura’s (1997) self-efficacy were tested in their study: verbal persuasion,
vicarious experiences, and mastery experiences (Tschannen-Moran & McMaster, 2009).
Looking at the relationships between professional formats as they connect to this
study illustrates Bandura’s (1977) concept of mastery experiences to be the most
effective format for professional development to train teachers. The results from
Tschannen-Moran and McMaster’s (2009) study yielded the same results as Bandura’s
(1997) study, stating that the most effective form of professional development was one
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that was authentic and included mastery experiences “embedded in the teacher’s regular
teaching context” (Tschannen-Moran & McMaster, 2009, p. 240). In other words, using
the strategy in the teacher’s own classroom being supported by coaching that provides
verbal persuasion and vicarious experience is the most powerful form of professional
development. This is important because professional development training supporting
teachers in achievement of mastery experiences showed the strongest effect on teachers’
self-efficacy beliefs.
Chapter Summary
The goal of this literature review was to position this particular study in the
context of previous research and other scholarly material in the field of education of new
CTE teachers and teacher self-efficacy beliefs regarding their training and support as they
transitioned from the workforce into education. Since new teachers leave the profession
within 5 to 7 years, it is important to pay attention to newly hired teachers during their
first 2 years. What is known thus far from past research is that high teacher turnover
occurs during the first 5 years of teaching due to low self-efficacy creating a revolving
door of inexperienced teachers. What is also known is that CTE programs motivate
students and encourage them to graduate, CTE programs meet the state accountability for
college and career readiness, and CTE programs help fill the gap for the need of skilled
laborers. Finally it is known that CTE teachers transitioning from the workforce lack the
same academic preparation as traditional teachers. What is still needed to know is how
CTE teachers feel about their first years of teaching regarding their certification and
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training requirements and how it influences their self-efficacy beliefs during their first 2
years in teaching before the thought of leaving the profession enters their mind.
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CHAPTER THREE
METHODOLOGY
Qualitative research often includes narratives of events from participants’
experiences in a study. Through this study, I sought to understand the perspectives and
experiences of new CTE teachers who transitioned from the workforce with no prior
teacher training and their narratives regarding their self-efficacy. Merriam (1998) stated
that qualitative research is more about understanding the meaning of perceptions
individuals have constructed and how they make sense of their experiences. The hope is
that the information and knowledge gained from this study will enrich and further
develop the concept of teacher self-efficacy beliefs for new CTE teachers transitioning
from the workforce into teaching through an alternative certification pathway. The
importance of this study’s focus on self-efficacy, specifically described as teacher selfefficacy beliefs, is its potential to influence teacher retention and student achievement
positively.
Patton (2015) discussed the importance of using descriptive rich-text stories told
in the participants’ meaning. Use of a qualitative approach enables construction of
descriptive rich text through the stories told by the participants. The stories in this study
were prompted through semi structured interviews designed to provide descriptions
within those stories of Bandura’s (1977) four sources of self-efficacy as it is applied
directly to their sense of self-efficacy in their meaning regarding three scales from the
Teachers’ Sense of Efficacy Scale (TSES): student engagement, instructional practices,
and student motivation. Through these interviews, the participants were able to describe
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their views of reality and enable the researcher to understand contextual conditions
relevant to their teacher efficacy (Patton, 2015).
This methodology chapter provides a discussion of the research design of the
study. It also includes the rationale for using a qualitative research design method. Next is
the study’s background addressing issues in attrition, the gap in research, and any
upcoming recent developments on this topic. The context of the study follows by defining
the setting of the study followed by the participant selection process. Then this chapter
presents the data collection sources that were used in this study and how these sources
were collected and used in the data analysis. This chapter concludes with an explanation
of the trustworthiness of this study, limitations, how the data were managed throughout
the study, ethical considerations, and finally the researcher’s role, which includes the
researcher’s epistemology and ontology. In this study I sought to fill a gap in the
literature on how new CTE teachers perceived their training and support and how it
affected their sense of self-efficacy.
Research Question
The central overarching research question as the focus of examination guiding
this study was as follows: What are new CTE teachers’ beliefs about their training as it
influences their sense of self-efficacy?
Research Design
A qualitative descriptive research design was used in this study to explore new
CTE teachers’ preparation programs to understand how the programs are related to
teacher self-efficacy. A qualitative study provides an intensive description empowering
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individuals to share their stories and have their voices heard (Creswell, 2013; Merriam,
1998; Yin, 2014). Qualitative research is used to clarify and understand a phenomenon
and find new approaches to existing problems (Merriam, 1995). Teacher self-efficacy is a
concern for new CTE teachers transitioning from the workforce with no prior teacher
training and thus is a phenomenon worth studying because it affects their decision to stay
or not stay in the teaching profession. Merriam (1995) stated that qualitative research is
used to comprehend how participants perceive their roles in their organization and how
they have constructed meaning from their experiences. Finding out how these new CTE
teachers perceive their role as a teacher and how their sense of their own ability is in
imparting knowledge to students was significant for this study. Creswell, Hanson, Plano
Clark, and Morales (2007) described qualitative research as interpreting how different
individuals in a social setting make meaning of an issue or of a problem being studied.
According to Patton (2015), qualitative research design creates an in-depth and
contextual understanding of an issue at hand. Stake (1995) and Yin (2014) proposed
approaches to qualitative research design based on a constructivist paradigm.
Constructivists state that truth is pertinent and related to one’s perspective relying on
humans creating meaning (Baxter & Jack, 2008). A qualitative research design for this
study was a good fit because it allowed for an investigation that gathered participants’
perspectives and the reality they constructed as they told their stories during the
interviews.
Data were collected to support the study, the research question, and conceptual
framework in this study. The interviews allowed me to ask participants questions and
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understand their stories of how they perceived their role as new teachers and to
understand the problems that existed in the teacher self-efficacy phenomenon of new
CTE teachers with no prior training in teaching. The interviews in this study were meant
to empower participants to share their stories of their reality in order to be heard.
Throughout this study I ensured that the characteristics Creswell (2013) discussed for
qualitative studies were provided, which stated that the study was to be conducted in its
natural and holistic setting, the study used participants’ perspectives, and the researcher
acted as the data gathering instrument. During the interviews, I asked open-ended
questions built on the findings from prior interviews with two South Carolina Department
of Education CTE personnel, Bandura’s (1977) four sources of self-efficacy, and
published literature regarding new CTE teacher training. The interview protocol included
questions that were adapted from Tschannen-Moran and Hoy’s (2001) TSES. I sought to
link the three dimensions from the TSES (student engagement, instructional strategies,
and classroom management) to Bandura’s (1977) four sources of efficacy beliefs. These
teacher interviews were conducted at the end of the teachers’ second year of teaching.
Rationale for Qualitative Research Design
Stake (1995) stated that the purpose of qualitative research is not to discover new
findings but to cultivate a clearer picture of the reality that exists. According to Stake,
“Because science strives to build a universal understanding, the aim of qualitative
research is not to discover, but to be able to construct a clearer reality, and a more
sophisticated reality” (p. 101). This rationale for using a qualitative design in this study
was to create a clearer picture of new CTE teachers’ thoughts about their training and
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how their perceptions influenced their self-efficacy. I sought to inform readers with a
deeper understanding of this phenomenon. If the researcher were interested in learning
about the lived experiences of a person in his or her setting to generate a clearer picture
of reality from it, then qualitative research was the appropriate method for a study. This is
why all interviews were conducted in the participants’ natural setting of their classrooms.
Qualitative research study methodology equips researchers to “study a complex
phenomenon within their contexts” (Baxter & Jack, 2008, p. 544). It allows researchers to
know how something occurs and not just study that the phenomenon occurred. Because
the focus in this study was an investigation of new CTE teachers’ feelings about their
training affecting their teacher self-efficacy beliefs in the context and setting of one
school district, the use of the qualitative research design protocol was justified. With the
focus on hearing stories about the participants’ teacher efficacy, the qualitative research
method was deemed to be the most appropriate method for this research design.
The approach of this qualitative study was to collect and analyze the unique
stories of new CTE teachers who transitioned from the workforce into teaching. The
study was bound in the southeast region to a single large school district that was called by
the fictitious name of Lebanon School District for the purposes of this study. To
accomplish the purpose of this study, information was collected from face-to-face indepth teacher interviews to interpret their experiences using their voices and their
meanings. The findings of this study gave insight and a pure description to help better
understand first-year CTE teachers’ thoughts about teacher self-efficacy and to better
support their transition from the workforce to teaching.
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Background of the Study
This study was framed through a review of published literature regarding new
CTE teacher preparation programs and initial exploratory interviews at the state level
exploring the required components for new CTE teacher training. Discovering the
foundational piece of alternatively certified CTE teacher training components laid the
groundwork that built the background understanding and informed this study. The initial
exploratory research was in the form of two semi structured interviews with two key
personnel at the state office department of certification and licensure regarding the CTE
training program known as Developing Instructional Readiness for Educators of Career
and Technology (DIRECT). An exploratory study allows for discovery of information
(Reiter, 2017). The exploratory research conducted prior to this study allowed for
discovery and understanding of the requirements for first-year CTE teachers regarding
their certification and training at the state level. Exploratory research finds new
explanations by questioning details or ideas that may have been overlooked to find new
meaning of reality (Reiter, 2017). Equally important, this exploratory research was
critical to the development of the interview protocol, which was also tied to the
conceptual framework of this study and the research question.
Context of the Study
The setting of this study was a large school district which is called Lebanon
School District for the purposes of keeping the study interesting, engaging, and
anonymous. Lebanon School District is located in one of 46 counties in South Carolina.
The district is located in upstate South Carolina and serves over 70,000 students, employs
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roughly 10,000 teachers and support staff, and has over 90 schools including elementary,
middle, and high schools and four career and technology centers. The career and
technology centers serve students from over 10 high schools and employ approximately
50 CTE teachers as well as support staff and administration. The study took place at each
participant’s classroom at his or her respective career center in the Lebanon School
District. Teacher interviews were in their natural setting. The career centers enroll
students from feeder high schools assigned to their respective career center.
Qualitative studies take place in the natural setting of the participant where the
issue takes place as deemed by the researcher (Creswell, 2013). Merriam and Tisdell
(2009) talked about the lived experiences of real people in real settings to explore human
behavior in the context of their natural setting. By conducting interviews in the teachers’
natural setting, the study focused on the “why” rather than the “what” of the phenomenon
and relied on the teachers’ experiences within their environment.
Participants
There were six participants in this study; all were employed by the Lebanon
School District in the upstate region of South Carolina. Given that qualitative research
studies focus on small samples to give an in-depth study with rich information that gives
insight to issues of importance (Patton, 2015), the sample size selected was appropriate to
answer the stated research question. According to Creswell (2014), “In qualitative
interviews, the researcher conducts face-to-face interviews with participants, telephone
interviews, or engages in focus group interviews with six to eight interviewees in each
group” (p. 329). All of the interviews were conducted face-to-face in the teachers’
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classrooms at the Lebanon School District. The participants were chosen through
purposeful sampling to select information-rich participants related to the phenomenon of
interest. To be more specific, criterion sampling was used to ensure that new CTE
teachers fit the criteria for the study to gain insight and better understanding related to the
study’s conceptual framework and research question.
To identify participants, I first contacted responsible personnel at the school
district office in the CTE department and asked for a list of new first-year CTE teachers. I
did this at the beginning of the school year 2 years prior to when the end of school
interviews were to take place. The first criterion of participant selection was to make sure
the prospective candidates went through the same DIRECT preparation training program
for alternative teacher certification and not the Program of Alternative Certification for
Educators (PACE), another option for alternatively certified individuals in South
Carolina. Individuals certified through the PACE certification were excluded because it is
a different training than DIRECT, and this study was not about comparing different types
of training but rather related to how the DIRECT training influenced teacher self-efficacy
in new CTE teachers. The second criterion was to ensure that everyone on the list from
the district office was a new first-year CTE teacher who had just been hired by the school
district directly from the workforce. The final criterion was to select only CTE teachers
who taught at a career center and not at a traditional high school, or at least only CTE
programs related to the work-based teacher certification. This narrowed the list from 11
new first-year CTE teachers to six eligible participants. Of these six participants, four
were male and two were female. Both female teachers taught esthetics and the male
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teachers taught the following CTE programs: mechatronics, industrial manufacturing,
welding, and machine tool technology. All six participants contacted agreed to participate
in the study (see Appendices A and B).
Data Collection
There were three sources of data used in this study. The first was an exploratory
interview with two state-level personnel, the second was a teacher preinterview
questionnaire, and the third was an interview with six beginning CTE teachers. The
interview with the state-level personnel was exploratory in nature to lay the foundation
and discover the required components for certification and licensure of new CTE
teachers. This exploratory interview was conducted early in the spring of the participants’
second year of teaching. The teacher questionnaire was designed to find out information
about the participants’ background and current position and requested that they briefly
describe their feelings of teacher self-efficacy beliefs (Appendix C). The questionnaire
was e-mailed to the participants of this study 2 weeks prior to the interviews. The
questionnaire was referenced, if needed, during the participants’ interviews. The third
data source was the interview with six beginning teachers in this study to investigate their
beliefs about their training and how it influenced their self-efficacy. The interviews were
informal, semistructured, and in-depth interviews. Yin (2014) noted that interviews are
one of the most important sources used by a researcher and that they are conducted in a
conversational manner. The interview method was chosen for this study because it
provided specific information to help answer the research question posed in this study.
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To make an accurate account for this study, I created a “holistic picture” that
included reporting a multifaceted perspective account that gave a superior picture of the
data that emerged (Creswell, 2013). The data collected from this study, using multiple
sources tied to the conceptual framework, gave a good perspective of the phenomenon
being studied. Yin (2014) indicated that the use of multiple sources increases researcher
validity so that the perceptions of the participants are not the researcher’s preconceived
notions. Yin also asserted, “The need to use multiple sources of evidence far exceeds that
in other research methods, such as experiments, surveys, or histories” (p. 114). Patton
(2015) also specified that using multiple data sources is a sure strategy to enhance data
credibility. This section next contains a discussion of the questionnaire, the interview
protocol, and the interview procedure.
State-Level Personnel Interview
I interviewed two state-level personnel at the Department of Education and
collected data about the required components of the DIRECT preparation program for
new CTE teachers. The purpose of this initial interview was to help me gain knowledge
and understand the foundational basis of what is presently required for new CTE
teachers’ preparation and certification procedures. This interview was exploratory in
nature. An exploratory study allows for discovery and new explanations by questioning
details or ideas that may have been overlooked in order to discover information (Reiter,
2017). I wanted to gain information from ground zero at the state-level requirements and
use the information in this study where I investigated how teachers’ sense of self-efficacy
was influenced regarding their training preparation program.
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One participant interviewed was responsible for alternative teacher certification
procedures. The other participant interviewed was responsible for alternative teacher
training program procedures denoted as DIRECT. South Carolina CTE teachers are
certified and trained through the state DIRECT teacher preparation program for newly
hired teachers as a form of an alternative pathway to licensure. New CTE teachers in SC
begin teaching in the classrooms while completing their coursework through the DIRECT
training program. Even though these two individuals had different roles, findings
revealed that they both knew each other’s procedures and requirements for alternatively
certified teachers through the CTE certification. Therefore, it was significantly important
to talk to both of these individuals who seemed to be the gatekeepers of the program in
order to gain the full picture and understand the certification and preparation program
components at the state level for certified CTE teacher training requirements.
The discussion from the state-level personnel was exploratory in nature, drawing
understanding from the participants’ views about how the components were developed,
what the training components were, and how teachers felt about their training. I sought
information regarding the current state certification and training requirements for
individuals’ transition from the workforce into teaching. Discovering the foundational
piece of the alternatively certified CTE teacher training components laid the groundwork
that commenced this research study. The findings from the exploratory interviews
informed and gave stronger awareness and description of the DIRECT training in order to
understand the grounding basis of the first-year CTE teacher preparation program from
the point of view of the state department. Questions during the state-level personnel
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interviews were open-ended, which sought to gain a complete and clear understanding of
the requirements and policies in place at the state level (see Appendix E).
Preinterview Questionnaire
A questionnaire was e-mailed to the participants 2 weeks prior to their interviews
(Appendix C). Questions on the questionnaire asked the participants’ demographic
information related to programs they taught, their area of certification, prior work
experience, and prior training in teaching. At the bottom of the questionnaire, there were
three open-ended questions that specifically asked about their sense of self-efficacy. The
questionnaire was only sent to the new CTE teachers who agreed to participate in this
study. This was a less intrusive way for participants to answer and allowed them to
respond in writing at their own time and pace and helped them begin thinking about selfefficacy. It also provided good background information about the participants. The
questionnaire was completed by each participant prior to conducting the face-to-face
interviews. Information from the preinterview questionnaire was used as needed during
the face-to-face interviews with the six beginning CTE teachers and was used during the
data analysis.
Interview Protocol
The interview protocol was the instrument of inquiry used to seek specific
information related to the aims of this study (Patton, 2015). The interview protocol was
designed to dig deep into beginning CTE teachers’ sense of teacher self-efficacy as they
reflected on their DIRECT training. Eleven questions were developed using the training
requirements from the exploratory research at the state level, aligned to Bandura’s (1977)
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four sources of self-efficacy, and consistent with the published literature regarding new
CTE teacher training (Appendix D). Questions explored how new CTE teachers felt
about their training and support as it influenced their teacher self-efficacy as defined by
Bandura’s (1977) four sources of self-efficacy: verbal/social persuasion, vicarious
experiences, mastery experiences, and physiological and emotional states. The interview
also tied in questions adapted from Tschannen-Moran and Hoy’s (2001) TSES including
student engagement, instructional strategies, and student motivation and translated from
Bandura’s (1977) four sources of efficacy.
The same interview protocol was used for all six participants (Appendix D).
Interviews were conducted with six new CTE teachers to elicit rich information that
could not be obtained from any other type of data collection methods. All data were
collected at the end of the teachers’ second teaching year because it takes new CTE
teachers 2 years to go through the DIRECT teacher training program. By being
interviewed at the end of their second year, the participants were better able to reflect on
the topic of their sense of self-efficacy beliefs regarding all four courses that comprised
the DIRECT teacher training program. The interview protocol was formulated from the
research question and the conceptual framework of this study (Table 1). The interview
questions are listed in further detail in Appendix E, which illustrate the connection
between the interview questions and the corresponding conceptual framework element(s).
Each question listed in the table has the corresponding conceptual framework element it
answers.

90

Table 1
Interview Questions Connected to Conceptual Framework Elements
Interview question

Conceptual framework

Question 1
Question 2
Question 3
Question 4
Question 5
Question 6
Question 7
Question 8
Question 9
Question 10
Question 11

Establishing rapport
Teacher self-efficacy beliefs
Self evaluation
Student motivation
Instructional strategies
Classroom management
Verbal/social persuasion
Vicarious experiences
Mastery experiences
Physiological and emotional state
Probing questions

Interview Procedure
Specifically using the interview protocol, I explored the similarities and
differences within the stories of six new CTE teachers from the Lebanon School District.
This study was intended to investigate new CTE teachers’ perceptions of their training
and to draw fresh meaning of their reality how it influenced their teacher self-efficacy.
The approach of finding patterns and themes helps make sense of what is going on
(Patton, 2015). Merriam (1998) stated that interviewing is a common means of collecting
qualitative data. Patton (2015) specified that the purpose of interviewing participants is to
find out those items researchers cannot directly observe such as feelings, thoughts,
perceptions, and even intentions and behaviors. The interview method for this study
elicited teachers’ stories and their meaning relevant to the study’s conceptual framework
and research question. Interview questions for the participants were delivered face-toface in a conversational manner. The interview questions were open-ended, giving
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meaningful voice to the participants’ answers. Redundancy in questioning was used to
create a full and clear understanding of participants’ responses. Questions were
paraphrased during redundancy and to reach saturation at which point no new
information or themes emerged from the interviews. Asking open-ended questions and
using a reiterated questioning technique for clarification during the interviews helped
provide rich thick descriptions of the findings during my analysis. Creswell (2014) stated
that when researchers provide detailed thick descriptions, “the results become more
realistic and richer” (p. 54).
The interviews lasted approximately 30 to 45 minutes. The interviews were
conducted over a 2-week period during the month of May near the end of the teachers’
second year of teaching. All interviews took place in each participant’s classroom, his or
her natural setting. The interviews took place at the date and time of teachers’ preference
so they did not interfere with teachers’ instructional time. Each interview began by
gaining consent and assuring the participants that their responses would remain
confidential and their identity would be protected. I used open-ended questions allowing
the interviewees to share their thoughts openly in the answering of the questions. The
interviews were recorded in full after permission was granted by the participants. Not
only were all interviews recorded, but anecdotal field notes were also taken during each
interview to use in coding during the data analysis. All of the participants were asked the
same questions as reflected on the interview protocol to help with data analysis and
comparison of answers for pattern matching (Appendix D). The captured information on
the recorder from the interviews was transcribed using a word-processing software
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program. I wrote the name of the interviewer, date, time, and location for each
transcribed set of notes. I played a small section at a time of the recording and typed as I
heard the words. I transcribed the interviews verbatim. I repeated the recording when
something was not clear. I included both the questions and answers in the transcriptions.
After the initial draft, I listened to the tape again while I read the transcribed interview at
the same time. I made corrections as necessary. Then I edited any spelling errors and
spelled out any abbreviations. I also took out excessive use of filler words such as “uhm”
and “uh” and then created a clean read transcript. A transcription summary of all
transcribed interviews was e-mailed to the participants for member checking to ensure
accuracy of the content and reliability. Throughout all interviews, I remained objective
and cognizant of the participants’ answers and listened intently to gain an accurate
account of the participants’ thoughts and feelings from hearing their voices to keep me
free of bias. I also connected the interview questions to my corresponding conceptual
framework pieces.
Further clarification questions that were not included in this protocol emerged as
follow-up clarifying questions based on each participant’s response. Also, to dig below
the surface during the interview, questions were rephrased, and probing questions were
used as a form of redundancy to prompt respondents for more information until no new
information or themes emerged. Patton (2015) described redundancy as when the
researcher has heard the same thing over and over again. Using probing questions
prompted participants to talk more about their feelings and to give more in-depth
explanation to help reach saturation of data.
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Data Analysis
Within the data analysis, I served as the “primary interpretive instrument”
(Merriam, 1998, p. 7). Even though the data collection process was organized to gain
information from participants based on a defined set of questions, probing questions were
asked to confirm that the participants’ voices were understood (Yin, 2014). Data
collection and data analysis should be a simultaneous process in qualitative studies
(Merriam & Tisdell, 2009). Data were collected and analyzed using the conceptual
framework of this study. The data were organized and analyzed to extract themes for
major findings. Multiple data sources from the data collection were triangulated into the
analysis, which included notes from exploratory research interviews with the two state
personnel, the teacher preinterview questionnaires, and notes from the in-depth
interviews with the six new CTE teachers.
The purpose of the data analysis was to systematically determine the most
important themes related to the conceptual framework as well as the research question to
increase understanding of the phenomenon at hand. During the data analysis, I kept at the
forefront of my mind, the framework of Bandura’s (1977) four sources of efficacy:
verbal/social persuasion, vicarious experiences, mastery experiences, and physiological
and emotional states. I also kept at the forefront of my mind the TSES, which included
student engagement, instructional strategies, and classroom management (TschannenMoran & Hoy, 2007). Both of these theories combined made up the conceptual
framework of this study, which is why after conducting the interviews and recording
them, I transcribed the data and analyzed the findings in two analyses for each
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framework. As discussed previously, when putting these two frameworks together,
Bandura’s (1977) four sources of self-efficacy influence behavior in all three dimensions
of a teacher’s sense of efficacy. Therefore, the first analysis was through the lens of
Bandura’s four sources of efficacy for the themes. The second analysis, through the lens
of the three dimensions in the TSES model aligned the first analysis with the dimensions
of teacher self-efficacy. An overview of analysis is presented here, and the specific
coding procedure is discussed in more detail later in this chapter. Qualitative data from
multiple sources provide rich context with which to analyze and compare for pattern
development. Data analysis comprised pattern matching and placing similar codes
together until a major finding became emerged in it. Yin (2014) spoke of pattern
matching logic as one of the most reliable techniques for analysis.
The data analysis process followed a deductive approach to thematic analysis.
The thematic coding was inspired by both the conceptual framework and the research
question of this study, which was the original focus used in this qualitative study for
examining and analyzing the data. Thematic analysis is a way of identifying, analyzing,
and reporting recurring patterns or themes across qualitative data (Braun & Clarke,
2008). Braun and Clarke (2008) explained that a theme is capturing something
important in the data in relation to the research question and appears as a repetitive
response. I used the participants’ responses that were repetitive seeking similarities and
differences during coding. After utilizing the coding process, patterns were highlighted
from the responses, and that formed the analysis of the results. Then I used thematic
analysis to connect to the elements within the conceptual framework of the study.
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Because the participants had reviewed the transcription summary, they had an
opportunity to provide feedback during member checking. Participants were asked if
they wanted to add, remove, or edit any parts of the transcription summary that was sent
to them. None of the participants made any changes and accepted the transcription
summaries as is.
Clarity on the process of how a researcher analyzes the data and what
assumptions informed his or her analysis help better evaluate his or her research (Braun
& Clarke, 2008). The analysis in this study was based on recommended steps that
Creswell, Clark, and Garrett (2003) gave for analyzing qualitative data. The steps include
(a) organizing the data and transcribing the interviews, (b) reading all transcribed notes
multiple times, (c) coding interviews, (d) using the codes to create themes, (e) listing the
themes and describing the findings in a narrative passage, and (f) interpreting the
findings. The following section gives a description of how data were analyzed in the
study. Table 2 presents a step-by-step process of the data analysis used in the study and
recommended by Creswell et al. (2003).
Organizing the Data and Transcribing the Interviews
The first part was organizing the data from the transcribed interviews. This
involved transcribing the interviews and sorting the transcribed notes. The notes were
then organized in a table in an Excel spreadsheet. In the left columns were the questions
and in the top row were the pseudonyms of the participants. Each square was filled with
data that corresponded to the question and the answers given by the participants. This
allowed for an easier visualization to be able to see all participants’ answers side by side
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Table 2
Step-by-Step Data Analysis Process Recommended by Creswell
Data analysis step

Description

Organizing the data and transcribing the
interviews

Data were gathered and organized in a
table in an Excel spreadsheet. In the left
were the questions listed in rows and to
the right of this column were columns
created for each of the participants.

Reading all transcribed notes multiple
times

All transcribed notes were read several
times to help improve understanding of
the data and to facilitate the development
of codes. Notes from the state personnel
interviews and from the preinterview
questionnaires were also read several
times during this step.

Coding interviews

Coding was performed to collate data
from all data sources into groups, which
were then grouped into categories to
identify patterns within Bandura’s four
sources of efficacy and the TSES model.

Using the codes to create themes

Patterns and similarities of ideas were
identified linking participants’ stories
together. Categories from both tables of
the Four Sources of Efficacy and the TSE
model were reduced to major themes.

Listing the themes emerged from and
describing the findings

Definitions and a summary of the themes
and major findings that were revealed
through the thematic analysis were
developed.

Interpreting the findings

Summary of the interpretation of the
themes and major findings related to the
conceptual framework of the study using
mind mapping.

to the right of the question. This part of the analysis only referred to organizing the data
from the teacher interviews into a spreadsheet that made it easier for visualization. None
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of the data from the state personnel interviews and from the teachers’ preinterview
questionnaires was used in this step.
Reading all Transcribed Notes Multiple Times
I began by first reading through and revisiting the transcribed notes from the
participants’ interviews several times to help improve my understanding of the data and
to help me facilitate the development of codes. I also read my notes several times from
the state personnel interviews and from the preinterview teacher questionnaires. I then
began mentally pulling out and reflecting on relevant information from all data sources.
This helped me get a sense of the whole picture and to reflect on its overall meaning
(Creswell, 2013). While I read through my notes, I jotted some ideas that came to mind
as I related it to Bandura’s (1977) four sources of efficacy and Tschannen-Moran and
Hoy’s (2001) TSES to look for patterns and similarities that fit in these categories.
For ease of visualization, I circled the notes for key words or phrases that were
relevant to the research question and the conceptual framework. Although influenced by
the conceptual framework, the process at this phase of the analysis was similar to open
coding where I circled words and phrases through pattern matching looking at the data,
and reading over them several times seeking patterned responses. The codes developed
were based on the participants’ perceptions as they related to their experiences on the
actual words and language used during the interviews combined with notes from the
other data sources. This step in the coding process resulted in a visualization of all
circled codes within Bandura’s (1977) four sources of efficacy and the dimensions in
Tschannen-Moran and Hoy’s (2001) TSES. A second round of coding was still needed
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to further reduce the codes into categories and organize them into tables related to each
theory of the conceptual framework. Recording the interviews and transcribing the
interview notes was helpful in the coding process as it allowed me to accurately explore
the phenomena in this study.
Coding Interviews
After all relevant codes were circled, they were then deductively condensed even
more to represent what was happening in the data specific to the TSES measuring
instrument that was proposed based on Bandura’s (1977) conceptualization of selfefficacy. The codes were reduced into categories and placed into two tables. One table
listed the categories related to Bandura’s four sources of efficacy. The other table listed
the categories related to the TSES. Bandura’s self-efficacy is a person’s belief about his
or her ability to execute an action to accomplish a task, which in this case is the task of
teaching, and the TSES measuring instrument is related to three teaching tasks or
behaviors. These two theories worked congruently where the four sources of efficacy
influenced the teaching behavior in the three dimensions presented by the TSES
measuring instrument.
This step of the analysis used the emerged codes of ideas and concepts from
patterns and similarities in all data sources and reduced them to categories. This
included field notes from the state personnel interviews and the preinterview teacher
questionnaires. I pulled information that connected all of the sources of data to the
categories that emerged. Creswell (2014) stated, “Qualitative researchers build their
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patterns, categories, and themes from the bottom up by organizing the data into
increasingly more abstract units of information” (p. 234).
Using the Codes to Create Themes
Once the codes were all reduced into categories and placed into two tables related
to each of the theories in the conceptual framework, each category was placed in a
spreadsheet that corresponded to the related elements of both frameworks in the
conceptual framework for ease of understanding. Patterns and similarities of ideas were
generated from the codes linking the participants’ stories together. These newly
condensed categories were later used to generate what Creswell (2013) described as
major themes during the thematic analysis of this study. Thematic analysis offers a
systematic method of organizing and giving insight into patterns of meanings referred to
as themes (Braun et al., 2019). The thematic coding was inspired by the conceptual
framework and the research question of this study, which was the original focus used in
this qualitative study for examining and analyzing the data. Thematic analysis is a way of
identifying, analyzing, and reporting recurring patterns or themes across qualitative data
(Braun & Clarke, 2008). Braun and Clarke (2008) explained that a theme is capturing
something important in the data in relation to the research question, and it appears as a
repetitive response.
After the codes were reduced to categories using deductive analysis and placed in
two different tables of the theories in the conceptual framework, a third column was
added in between both tables. Working back and forth with the data once again, I began
pulling the themes that emerged, examining plausible explanations of findings. Thematic
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analysis was used in this part of the coding process and categories were analyzed for
similarities and pattern matching working back and forth with the data to discover the
major themes. The major findings were supported by multiple perspectives from the
participants related to the same theme utilizing all sources of data. From this part of the
analysis, the major themes discovered were finalized within Bandura’s (1977) four
sources of efficacy and the three dimensions from the Tschannen-Moran and Hoy’s
(2001) three areas of the TSES.
Listing the Themes That Emerged
At this point of the thematic analysis, I looked at the middle column in the Excel
spreadsheet and titled it major themes. I looked over the list of major themes in the
middle column and going back and forth again with the data finalized the discovered
major themes and ensured they accurately corresponded to the conceptual framework of
this study. The discovery of the major themes was derived from the categories of both
tables that represented the theories for the conceptual framework. I mentally reviewed the
middle column that listed all of the major themes, checked how they related to each other
and how they grouped together, and made any final changes. This phase focused on
thematic coding, which showed how the end result was achieved. Thematic analysis is
data driven and used for highlighting similarities and contrasts, which expose unexpected
perceptions that may remain unspoken (Nowell, Norris, White, & Moules, 2017).
Thematic analysis allows the researcher to make sense of the data set and identify unique
meaning common to the topic (Braun et al., 2019).
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Interpreting the Findings
In the final step in the data analysis, I completed a write-up that interpreted the
themes and major patterns discovered within the data, arriving at an informed conclusion.
I summarized the findings listed on the spreadsheet to convey the findings of the analysis
using direct quotes from the participants to validate how their teacher preparation
program influenced their sense of self-efficacy beliefs as new CTE teachers.
This corresponds to the concept Stake (1995) stressed, that is, “Interpretation is a major
part of all research” (p. 9). The interpretation of data assigns meaning to the data
analyzed and determines their significance. Merriam and Tisdell (2009) declared that one
characteristic of qualitative research is all researchers are concerned about understanding
the meaning people have constructed and with the process of making meaning regarding
their world and the experiences they have in the world. The data interpretation in this step
used mind mapping to show which categories were tied to the themes discovered. The
data interpretation included what was learned from the data analysis and how they related
to the conceptual framework and the research question. Data were described in a
descriptive context through identifiable themes that emerged. The findings were
interpreted and situated within the context of the conceptual framework of this study as
well as the literature review.
Trustworthiness of the Study
All research is concerned with ensuring trustworthiness, validity, and reliability in
a study in which the researcher must tend to these items to avoid concerns and to conduct
the study in an ethical manner (Patton, 2015). Much attention must be given to reliability
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and validity in order to provide rigor. Merriam (1995) stated that qualitative research
assumes reality is constructed as multidimensional and interpreted by the researcher. It
was important to conduct this study in an ethical manner that contained credible
information. This study was designed to improve the trustworthiness, validity, and
reliability of results. Qualitative research studies tend to have limitations in areas of
trustworthiness and rigor, and these steps in ensuring trustworthiness are needed in
qualitative research to assure the information from the findings can be trusted (Merriam,
1995). Trustworthiness is about the findings being credible and having confidence in the
truth of the findings (Patton, 2015). Merriam and Tisdell (2009) proposed that validity
and reliability can be strengthened by (a) triangulating, (b) member checking, (c) rich,
thick description, and (d) reducing the researcher’s biases. One important component of
rigor in qualitative research is ensuring it has internal validity, which shows the findings
are consistent with reality (Merriam, 1995). Morse, Barrett, Mayan, Olson, and Spiers
(2002) stated, “Without rigor, research is worthless, becomes fiction, and loses its utility”
(p. 2). In order to maintain this study’s trustworthiness with regard to rigor, I assert that
the concepts of reliability and validity are present in all components of this study.
Patton (2015) stated in qualitative studies the research does not predict what will
happen but what occurs in the research and understanding the meaning people bring to
the issue being studied. Patton also stated that no single source of information gives a
complete picture of the issue at hand, but rather, the use of various sources gives a
comprehensive perspective. Hence, multiple sources of data were used and multiple
interviews were conducted in this study to present a complete picture of the issue and to

103

give a comprehensive perspective from the new CTE teachers. Creswell (2013) stated
that qualitative research gives a detailed understanding of issues because the process
involves collecting information from multiple sources and from multiple individuals. The
field notes from the state personnel exploratory interviews, the preinterview teacher
questionnaires, and the notes from the face-to-face interviews with the six participants
were used for data collection and were triangulated together in the data analysis. The
interview protocol allowed understanding of the phenomena studied from different
perspectives concerning the same questions. Within my research, triangulation also
strengthened the trustworthiness, validity, and reliability of the study to show that the
data converged and yielded the same results from all sources of evidence.
Finally, I sought to leave an audit trail describing in detail how data were
collected and to ensure that the findings were consistent with the data collected to
establish dependability. Because the goal of qualitative research is to understand a
specific situation in depth, a rich description is needed in the study to provide thorough
information (Merriam, 1995). I sought to address all of these issues of trustworthiness in
this study by using thick and rich descriptions so that readers may apply the findings to
their situations.
Validity
I used the work of Merriam (1995) and adopted her terms for validity and
reliability to ensure trustworthiness was found in this research study. In addition,
Creswell (2014) defined validity where “the researcher checks for the accuracy of the
findings by employing certain procedures” (p. 251). Validity in this study was
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demonstrated by member checking, clarifying the researcher’s bias and subjectivity,
triangulation of the data, and using rich and thick descriptions to convey the findings.
Member checking was used to continue to determine the accuracy of the findings to help
safeguard that validity was strengthened in this study, and to ensure that participants
meant what they said and said what they meant. A transcription summary was sent to the
participants to read through and edit as needed. Member checking is giving the data
collected from the participants back to them to ensure the interpretations are accurate
(Merriam, 1995). All interviews were conducted in the participants’ natural setting. All
interviews were recorded and transcribed. After the interviews were transcribed, I emailed each participant a summary of the information gathered from his or her interview
to allow him or her to check and verify the data collected.
Using member checking in this study also ascertained that the findings were
representative of the participants’ voices. A summary of the transcribed notes was sent to
the participants to edit and mark up any necessary changes. This ensured that accurate
and impartial data were produced in the findings from the participants’ voices reducing
the researcher bias. None of the participants made any changes to the summary of the
transcription that was sent to them. Data were analyzed by the researcher avoiding bias to
influence the findings. A complete section in this study provided a self-reflection of my
subjectivity that articulated the avoidance of bias in relation to this study. Every effort
was made in this study to ensure objectivity so that I may be free of bias and not raise any
concern over potential researcher bias. Through a subjective approach in this study, I
sought to understand the participants’ stories and their meaning from their voices.
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Creswell et al. (2007) stated that as researchers collect stories, they give meaning to these
stories adding validity checks to the data analysis.
Multiple data sources from the data collection were triangulated into the analysis,
which included notes from exploratory research interviews with the state personnel, the
teacher preinterview questionnaires, and notes from the in-depth interviews with the six
beginning teachers. Yin (2014) spoke about the importance of triangulation and the need
for using multiple sources of evidence to enhance trustworthiness of a study.
During all interviews, participants were asked the same open-ended questions to
ensure that the participants’ voices were heard and to provide a full, rich description of
the findings in the participants’ meanings. This also ensured consistency with the data
collection. Creswell (2014) proposed that producing rich, thick description of a
phenomenon being studied is one way that ensures accuracy of the research findings.
Since open-ended questions are exploratory in nature, asking open-ended questions
allowed participants to answer the questions that provided insight into their thoughts with
no limit. A rich, thick descriptive analysis permits the reader to obtain a detailed
description of what is being studied (Merriam, 1998).
Participants were questioned during the interviews for purposes of collecting data
until the point of saturation was used to signal to the researcher when data collection may
cease. The point of redundancy in questioning equated to data saturation. The researcher
continued to use redundancy in questioning until no new information was forthcoming
and no new data were heard. Finding redundancy in all interviews, questions were asked
in various ways for clarification in order to gain a rich, thick description and to make sure
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that the right information was gathered with appropriate interpretation from the
participants. Patton (2015) described saturation as when the researcher is no longer
hearing new information during the data collection. Interpretation of the outcomes gives
generalizability to the study and explains new concepts or elaborates on existing concepts
to give insight and develop a theory (Peshkin, 1993).
Reliability
Strategies were used in this study to ensure reliability of the findings. Reliability
signifies the dependability and consistency of the findings of the data collected during the
study (Merriam & Tisdell, 2009). Reliability in this study was demonstrated by
consistency in the use of the same interview protocol that included open-ended questions.
Further clarifying questions were asked in addition to the interview protocol depending
on the participants’ responses to help them share in more in-depth answers to the
questions posed. This strategy, within the design of the study, helped ensure the
reliability of the findings. Although reliability may be problematic in qualitative research
because human behavior is not static, qualitative research seeks to understand the world
from the perspectives of those in it (Merriam, 1998).
In qualitative research, reliability is not dependent upon the study being replicated
and therefore getting the same results, but it is about the findings being consistent with
the data that were collected (Merriam, 1995). In order to establish reliability, I ensured
that the findings were the participants’ reality and not my own. This was accomplished in
this study by mirroring the research findings to the participants’ meaning, giving
confidence to the data. The findings represented a credible conceptual interpretation of
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the data that were drawn from the original participants’ words and voices. Furthermore, I
maintained notes and memos to create an audit trail for the study enabling others to be
able to trace the research process. Merriam and Tisdell (2009) stated that validity and
reliability are concerns that can be approached by careful attention to a study’s
conceptualization; the way in which the data are collected, analyzed, and interpreted; and
the way in which the findings are presented.
Limitations
Qualitative research studies facilitate rich conceptual and theoretical
development; however, there are known limitations associated with the use of this
methodology. One limitation of general qualitative research design is that the research is
often conducted by a sole researcher and is dependent on this individual’s skills
(C. Anderson, 2010). This could raise concern for potential researcher bias. This was the
case in this study, which resulted in the need for the development of subjectivity and
personal bias statement prior to beginning the study that could help reduce researcher
bias. Researcher bias was reduced by memoing and by keeping a focus on the meaning of
the participants’ interpretation of the phenomenon and not the researcher’s meaning.
Equally vital was that I set aside any prejudices or preconceived notions that could
hamper the authenticity of the participants’ voices. This is discussed further in the
subjectivity section of this study.
Other limitations of this study could not be controlled regarding factors that could
impact the issue investigated in the study. For example, it can be assumed that the type of
school and administration where teachers were employed could have an effect on the
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outcomes of teacher self-efficacy regardless of their having the same teacher preparation
program. Teachers’ mentoring support programs might look different for each since they
might focus on different areas of concern in each school. Additionally, the reliability of
how teachers define self-efficacy and share their thoughts and feelings could be a
limitation because teachers’ beliefs about their sense of self-efficacy could be defined and
measured differently among all participants. In this study, this limitation was minimized
by first sending teachers an e-mail questionnaire to provide think time about self-efficacy
and second by providing a clear definition at the outset of each interview. Finally, the
number of participants was a limiting factor because there were no other participants who
could be used to increase the number that fit the criteria to participate. However, this
limitation is an opportunity for further research that could encompass more than one
school district.
Managing the Data
All of the data collected in this study were managed solely by me. All of the data,
including recordings and other files, were stored on a secure password-protected laptop.
The data were also backed up on an external hard drive that I kept in a secure location.
Data were organized in various folders on my laptop labeled for ease of locating. While
engaging in the data analysis of codes and emerging themes, I made notes and memos
that served to identify the patterns and help with the discussion of the themes. Since the
data analysis was driven by the conceptual framework of the study, I prepared a
preliminary coding table with several categories. Once all of the interviews were
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completed, the data analyzed, and the findings extracted, all of the data collected were
destroyed.
Ethical Consideration
Prior to collecting data and beginning this research study, I obtained approval
from Clemson University’s Institutional Review Board (IRB). I also obtained a written
research 1-year agreement from the school district where the study was conducted. I sent
the study description to all participants prior to the study to give them details of the study
as well as to inform them that they were participating of their own free will and could
withdraw at any time during the study. Once the participants agreed to participate in the
study, I sent the document of informed consent for them to sign and return to me. The
intent of the study was to give voice to the participants and their stories. Protecting the
true identity and confidentiality of all participants was important because the nature of
this study was qualitative. I assured participants that there would be strict confidentiality
by removing any identifiers and making the data anonymous. One way I ensured
confidentiality of data was to use pseudonyms instead of the participants’ names. The
data were stored on a password-protected computer only accessible to me. I put forth
every effort to be cognizant of ethical procedures during data collection and analysis.
Researcher’s Role and Subjectivity Statement
The primary focus of the researcher is to be the instrument for gathering and
analyzing data free of personal biases (Merriam, 1998). Because I was the instrument of
data gathering from the state level interviews, preinterview teacher questionnaires, and
in-depth face-to-face teacher interviews, I aimed to craft a story about participants’
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thoughts and feelings and not my own. It is important in a qualitative study that the
researcher is the instrument who obtains and collects accurate and complete information
from participants’ perspectives without distorting the essence of the social meanings they
represent (Creswell, 2013). I now address my current role and the extent to which I work
with CTE programs in my school district. I am involved with work-based learning
activities for students and anything that is related to career readiness for students. I do
interact with CTE teachers when it relates to their students as far as setting up internships
for them. Even though I helped conduct professional development in my past job, I
currently do not provide any training to CTE teachers and did not provide any training or
support to the participants in this study.
I conducted this research study putting aside preconceived notions and fully
listening to the participants’ responses. A researcher must have the skills to listen to the
participants’ answers and interpret the answers free of preconceived notions (Yin, 2014).
It is the researcher’s responsibility to report the findings succinctly to return data of the
phenomena that can be easily understood by the reader as if he or she were an active
participant in the study and to use the findings in his or her own situation (Baxter & Jack,
2008). As a researcher, I approached the study listening to the voices of the participants
from a constructivist paradigm, building knowledge from their point of view. I had to
own my subjectivity before I conducted the research study and to realize that subjectivity
is present within the study. Peshkin (1988) emphasized the need for researchers to be
aware of their subjectivity prior to collecting data. Being an alternatively certified CTE
teacher who transitioned from the workforce into teaching CTE programs, I recognize I
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may have biases that may influence my research study. I strived to remove myself from
biases and prejudices gained from my experiences as a CTE teacher and looked through
an unbiased lens of the participants in this study who shared their experiences during the
interviews. With all of this said, my role in this study was to fully remove all of my
biases and to see everything through the lens of the participants and, as an outsider, to
understand their thoughts and feelings.
Today, my dissertation is as much a part of me as the new CTE teachers’ stories I
tell. I have chosen new CTE teachers transitioning from the workforce into teaching to
better understand their experiences as they relate to their sense of self-efficacy. Because I
once was a CTE teacher who transitioned from the workforce, I clearly recall my
frustrations regarding guidance and support. This is what gave me the desire and passion
to create a research study that inquired about new CTE teacher perceptions of their
training and certification, to look at them through their lens, and to determine how CTE
teachers’ perceptions of their training and certification relates to their efficacy. Teachers
in the CTE world not only have the daunting task of teaching knowledge to students, but
also of understanding how to get that knowledge across to students to make them college
and/or career ready once they graduate. I realize I am an advocate for CTE teachers
because I was once a CTE teacher. I am also an advocate for all students because I truly
believe that once teachers have a high sense of slef-efficacy, they can affect students in a
more positive way. It brings me hope and I am elated when I see students succeed past
high school graduation. I truly believe educators must first begin with the teachers, and
new beginning CTE teachers are the participants who guide my study. With my passion
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for CTE teachers and students, I am empowering my research to move from biases that
subjectivity entices, and move toward unbiased research. I acknowledge my subjectivity
in an enriching and meaningful way, as I hope it will benefit my research to only look
through the lens of the teachers and not at my own biases.
Epistemology and Ontology
As mentioned previously, I conducted this study with a concentration on
understanding the new CTE teachers’ perceptions of their training and support as they
transitioned from the workforce into teaching as it relates to their sense of teacher selfefficacy. Qualitative research design studies begin with an inquiry procedure with
philosophical norms about the nature of reality (ontology), and how CTE teachers know
what they know (epistemology), and how the research emerges (methodology; Creswell
et al., 2007). Regarding my ontology, I link with the realistic view. I believe there are no
absolute truths, but many realities of the truth, and that each perspective brought from
participants during the research is a constructed reality from individual participants.
Regarding my epistemology, I echo the constructionist view of constructed
realities. The constructionist theory allows for the analysis and construction of reality
based on the lived experiences of the participants in a qualitative approach. I believe that
data collected by the researcher represent various perspectives of the individual
participants, and knowledge is constructed from a dialogue among these various
perspectives. The epistemological perspective of this research study was from a
constructivist theory of knowledge, “a logical outgrowth of Piaget’s work” (Bodner,
1986, p. 873). The constructivist philosophical point of view is about the nature of
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knowledge and “How do we come to know what we know?” guides the epistemology for
this research study (Bodner, 1986, p. 873). Piaget argued that learners construct
knowledge according to how they organize experiences in terms of preexisting mental
arrangements (Bodner, 1986).
This research design is a qualitative study, which used the narratives of the
participants’ experiences framed by Piaget’s theory of intellectual development through
the constructivist epistemology. Therefore, as a qualitative researcher operating in the
constructivist view of reality, I sought to explore the perceptions of new CTE teachers
regarding their training and support as it related to their teaching self-efficacy. By
reflecting on teachers’ experiences from the in-depth interviews, an understanding was
constructed of these new teachers’ perceptions regarding their training through the lens of
their sense of self-efficacy beliefs. The research study will bring light to the experiences
of new CTE teachers who may need more adequate support. The findings will add to the
knowledge base of teacher preparation training improvement in the area of teacher selfefficacy beliefs. My role as the research instrument was to collect data, analyze the data,
and report the data. I must manage any inherent biases from my experiences and focus on
telling the stories of the participants through their lenses.
Chapter Summary
Chapter three presented the methodology and the research design procedures. In
more detail, Chapter three also provided justification for qualitative research design, the
context of the study, participant information, data sources of evidence, data collection
and data analysis procedures, trustworthiness of the data, limitations, ethical
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consideration, and a brief description of the researcher’s role and subjectivity statement.
This chapter concluded with information about the study. Data collection and analysis
procedures were discussed thoroughly in this chapter. The goal of the data collection
process was to gather as much information as possible from the participants’ stories as
they transitioned from the workforce into teaching. From the data, I was able to better
understand their perceptions of the support and training they received as they transitioned
from the workforce into teaching. The next chapter reports the findings discovered in this
study.
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CHAPTER FOUR
FINDINGS
This chapter reports the findings from a comprehensive analysis of the data
collected during the study based on the experiences of new Career and Technology
Education (CTE) teachers regarding their sense of self-efficacy as it related to their
training and support. Because of the recent attention given to career readiness in CTE
programs that prepare students for the workforce, it was essential to look into CTE
teachers’ training for new CTE teachers as they transitioned from the workforce
regarding their sense of self-efficacy. Looking at new CTE teacher training and how it
influenced their sense of self-efficacy was the chief purpose of this study. According to
Smith and Ingersoll (2004), alternatively certified CTE teachers do not typically have the
pedagogical knowledge and teaching strategies they may need to succeed past their first
years of teaching. Ensuring new alternatively certified CTE teachers have a high sense of
teaching efficacy will help teachers remain in the profession and affect student outcome
positively. However, current research still lacks consistent information regarding CTE
teacher preparation components that help teachers gain a high sense of teaching efficacy.
This chapter contains the results of the research conducted to answer the following
research question: What are new CTE teachers’ beliefs about their training as it
influences their sense of self-efficacy?
The findings give voice to six new CTE teachers and the stories of their
experiences as they transitioned from the workforce into teaching. The face-to-face indepth interviews were conducted during the teachers’ second year of teaching and
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encompassed the stories of their experiences during their first 2 years of teaching. The
analysis in this study was based on recommended steps that Creswell et al. (2003)
outlined for analyzing qualitative data. The steps include (a) organizing the data and
transcribing the interviews, (b) reading all transcribed notes multiple times, (c) coding
interviews, (d) using the codes to create themes, (e) listing the themes and describing the
findings in a narrative passage, and (f) interpreting the findings.
A qualitative research design method was employed to explore six new CTE
teachers’ experiences of their training process as it related to their sense of self-efficacy.
The analysis of this study was completed using data from (a) exploratory state level
interviews at the office of licensure and certification, (b) a preinterview questionnaire
collected from teachers regarding their information and past work experiences, and (c)
in-depth, open-ended interviews with six new CTE teachers. The hope is that the
analysis will help shed light on the lived experiences of the new CTE teachers during
their beginning years of teaching and how their training influenced their teacher sense of
self-efficacy.
Through using a deductive approach to thematic analysis, I focused on
dimensions of self-efficacy beliefs in the Teachers’ Sense of Efficacy Scale (TSES) as
teachers were influenced by Bandura’s (1977) four sources of efficacy. This chapter
begins with a discussion of the data collection, data analysis, participants’ profiles, with
a detailed section of data analysis findings, and major themes discovered. The findings
section includes a theoretical coding summary of the results. The chapter concludes with
a summary.
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Data Collection
Data sources used for the data analysis included initial exploratory interviews at
the state department, preinterview teacher questionnaires, and face-to-face interviews
with six new CTE teachers. Notes from the state interviews and teachers’
questionnaires were used as an addition to the six new CTE teachers’ interviews in
order to develop a comprehensive understanding of the phenomena. The six new CTE
teachers interviewed served as the primary source of research data. The initial
interviews with the state personnel served as an exploratory means to discover and
understand requirements for the CTE teacher training and certification requirements
prior to the interviews with the new CTE teachers. The preinterview teacher
questionnaire served as supporting research data. The same interview protocol,
provided in Appendix D, was used for all of the participants in this study. Open-ended
questions were used in the interview protocol. The open-ended interview questions for
the participants were delivered face-to-face. Redundancy and clarifying questions were
added to ensure the point of saturation in the data was achieved. Throughout the data
collection procedure, the researcher ensured that the voices of the participants were
heard telling their stories. The study was designed to examine the participants’
perceptions and experiences by using participants’ words to describe situations and
experiences rather than imposing the researcher’s words. Participants’ words were
captured verbatim by recording and transcribing the interviews so that exact words
could be used later in the data analysis.
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Data Analysis
All of the face-to-face interviews with the six new CTE teachers were coded
manually and analyzed using deductive analysis to thematic analysis. The first step of
the analysis consisted of finding similar words or phrases from the transcribed notes
through open coding. Notes taken from the initial interview with the state department
personnel as well as notes from the teachers’ preinterview questionnaire were also used
in this step to match with similar words or patterns that emerged during the analysis.
Codes were derived in this step and were categorized under Bandura’s (1977) four
sources of efficacy as well as the three dimensions of the TSES. A second round of
coding reduced the codes to categories. From the categories, major themes were
derived that tied the findings to both theories in the conceptual frameworks of this
study.
The participants’ profiles in this study were created prior to the coding process.
A pseudonym was given to each participant. The participants’ profiles were a summary
of each participants’ background and experience in teaching. The teacher preinterview
questionnaire was used to collect demographic information on all participants, which
aided in the development of the teacher profiles. Certain interview questions were also
asked in the beginning of the interviews to gain some background information that was
included in the participants’ profiles.
Transcribed interviews were first organized in a table in an Excel spreadsheet
for ease of visualization and circling similar words or phrases. The left column
consisted of the interview questions while the top row consisted of the pseudonyms of
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the participants. Each square included the participants’ response. Thematic analysis,
which began with a coding approach, was used to break down the data. These codes
were reduced even more during the second round of the analysis and put into
categories. The categories were placed into two tables corresponding to the conceptual
framework of this study. This round of coding resulted in 21 categories as shown in
Tables 4 and 5.
Next, patterns and similarities of ideas were identified by linking participants’
stories together. In this step, I placed the tables side by side and read over the
categories going back and forth rereading the data. I looked for patterns within these
categories as they related to each other from the TSES and Bandura’s (1977) four
sources of efficacy. The categories were then reduced from categories into four major
themes of this study. From this step in the analysis, the four major themes were
developed. These themes related the data to what Bandura stated in his four sources of
efficacy that people needed to feel efficacious to what Tschannen-Moran and Hoy
(2007) stated were three important dimensions for new teachers to feel efficacious in
teaching.
Finally, I developed a mind map that linked the four sources of efficacy and the
TSES to the major themes during the final part of the data analysis. This helped
organize the information visually to show which items linked strongest to the themes
and create a summary of the major themes.
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Sample
The participants in this qualitative study were new beginning CTE teachers
employed by the same school district in their second year of teaching. All participants
taught a CTE program to high school students at a career center in the same district.
The participants were four males and two females. Pseudonyms were assigned for each
participant to protect his or her identity. The pseudonym consisted of the letters CTE
followed by a unique number to keep the participant names confidential as shown in
Table 3. Demographic information for each participant is included in this table.

Table 3
Participants’ Background Information
Pseudonym

Race

Gender

CTE

Teaching
experience

CTE1
CTE2
CTE3
CTE4
CTE5
CTE6

White
White
White
African American
White
White

Male
Female
Male
Male
Male
Female

Industrial tech
Esthetics
Machine tool
Welding
Mechatronics
Cosmetology

None
Cosmetology
None
Technical college
None
None

All participants transitioned from the workforce into teaching. One teacher had
prior experience at a beauty school teaching cosmetology to adults, one teacher had
prior experience teaching welding to adults at a technical college, and the rest of the
teachers had no prior teaching experience. However, none of the participants had prior
experience teaching high school students. In addition, none of the participants had
attended a formal teacher preparation program from a college or a university. All
participants began the teacher training program called Developing Instructional
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Readiness for Educators of Career and Technology (DIRECT) in August and
completed the program 2 years later in May during the year of the interviews. The
DIRECT teacher training is a 2-year program and that is the reason interviews were
conducted in May at the end of the DIRECT teacher training. All participants also
participated in a district-wide induction program for new teachers, a separate
requirement from the state training. This induction training for new teachers was held
once a month after school to help provide new teachers with support and assistance
within the district. Even though some of the participants referred back to some of their
induction training, the information was not used in the data analysis because it did not
pertain to the state DIRECT teacher training program. All teachers were certified and
qualified in the CTE program they were assigned to teach.
The school district is located in South Carolina. It serves over 70,000 students
and employs roughly 10,000 employees. There are approximately 14 high schools, 25
middle schools, and 51 elementary schools within the district. There are four career
centers that serve students from all of the high schools.
Participants’ Profiles
The section below further describes in detail each of the participants using their
given pseudonym. The pseudonym consists of the letters CTE followed by a unique
number. They are identified as CTE1, CTE2, CTE3, CTE4, CTE5, and CTE6. All of the
participants were new CTE teachers finishing up their second year of teaching.
Participant CTE1. CTE1 was a new industrial technology CTE instructor who
transitioned from the industry with no prior teaching experience. CTE1 appeared relaxed
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during the interview and optimistic about connecting with students. He was interested in
finding ways to make school personable for students and did not want to teach them the
way he was taught. He stated, “I hated school and did not feel it was personable.” He said
he felt his schooling was just doing time. He was very confident in his content
knowledge, but he was at a loss for how to teach the content. Most of his first year he
wrote referrals and called parents regarding poor student behavior that could have been
avoided if he had the confidence to handle these situations better. He stated that he
mostly learned how to teach by trial and error. Even though he stated over and over again
that it took a lot of effort on his part to teach, he seemed to enjoy it. He said, “I did not
realize how much effort it takes to teach and build relationships with students, but it is
definitely worth it.” He said it was tough at first to figure out how get students motivated,
but then he started doing fun things like teaching on a hover board and eating lunch with
his students so they could see him outside of class.
Participant CTE2. CTE2 was a new cosmetology CTE instructor who
transitioned from teaching at a beauty school and prior to that worked in a salon. CTE2
was jovial and happy to share her experiences. She had a positive outlook and seemed
motivated to teach. She expressed care for students and wanted them to succeed. Even
though she had prior experience teaching cosmetology, she stated that teaching high
school students was much different than teaching adults. She referred to high school
students as “these type of students” because she felt they required different type of
teaching than the adult students she taught at the beauty school. She said, “I had to make
lots of changes and had to keep adjusting a lesson as it progressed because it was very
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different to teach these type of students.” She said she fell in love with high school
students when she visited her friend’s classroom. She saw that the students were hungry
for information, which was much different when she taught adults in the beauty school.
She loves esthetics, so when she saw an opening, she applied and was happy when she
was accepted for the position. She stated that she struggled with classroom management
because she was not used to teaching students at the high school level but believed she
progressed to finding ways to manage them better. She learned as she went, and the most
important thing she learned was to always try to be positive with students. She also stated
that teaching esthetics was new to her because in her prior job teaching cosmetology, she
was not very confident in all of the content knowledge. She only taught the standards she
felt confident in teaching. She did not teach a topic until she felt confident in it. Her
biggest challenge as a new teacher was where to go and who to ask for information
regarding required procedures and day to day operations. She hoped that in the future
there would be a sheet that tells new teachers who to go to for certain questions.
Participant CTE3. CTE3 was a new machine tool technology CTE instructor
who transitioned directly from the industry where he worked as a machinist. CTE3
appeared dispirited by his capabilities because he thought teaching would be easy. He
stated that he learned as he went along, and it was a big struggle for him because he had
never taught before. He stated that his mother worked in the district and told him about
the opening so he thought he would try it. He said, “Just knowing the subject matter was
not enough to feel confident in teaching, you have to know how to teach and how to
reach the students.” He was overwhelmed in the tone of his conversation during the
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interview about his teaching experience: “I did not know anything and I felt out of place.”
Even though he said he had worked with kids before by coaching his daughter’s softball
team, he had never worked with boys and had never had to actually teach. His biggest
shock when he entered the classroom was the age level of the students and their
immaturity. He wished he had received teacher training specifically related to machining
and that he had been given examples of how to teach machining concepts.
Participant CTE4. CTE4 was a new welding CTE instructor who transitioned
from teaching at a technical college to adult learners. Prior to that he worked in the
workforce as a welder. CTE4 appeared optimistic and stated that he ran his class as the
past instructors did when he took welding at the technical college. He stated, “Because I
had great instructors myself, I felt I knew how to carry myself from the first day of
school.” His biggest shock was the maturity level of high school students compared to the
maturity level of the technical college students he taught. He stated he could not
understand why some of the students were “lazy”, and he struggled to reach them. He
believed that he was not fully informed during the first year about certain expectations
and was blindsided by after-school requirements, Saturday training, and extra things that
he had to do beyond teaching.
Participant CTE5. CTE5 was a new mechatronics CTE instructor who
transitioned from the workforce as a project manager in engineering. He wanted a change
of pace and wanted to work with students and help influence them in this career choice.
CTE5 appeared relaxed, organized, and structured during the interview where he talked
about steps he took to solve problems and implementing various systems in his
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classroom. His eye opener was that students had no interest in reading, which was
important because they needed to understand the theory behind the hands-on activities.
He said, “I am still trying to figure out ways how to teach students technical reading
because when I give them information to look up, they cannot find it on their own.” He
believed today’s high school learners are much different than when he was in school. The
director of the career center gave him a book to read that helped him understand
classroom management better.
Participant CTE6. CTE6 was a new cosmetology CTE instructor who
transitioned directly from the workforce where she was a cosmetologist. She stated that
she always had a desire to teach students and when the position became open, she
applied. She appeared to be happy in her teaching position. She referred to herself as a
“natural communicator” coming from the hospitality industry. She said, “You have to
fake it ‘til you make it and that’s what I did because communicating came easy to me
coming from the hospitality industry.” She referred to teaching as a “foreign language.”
She stated, “Coming from industry into teaching is like a foreign language to people.”
She wished she was given a black and white list of what to do and what not to do during
her first year. She wanted a list of things that were not covered in the handbook.
Findings
A deductive approach to thematic analysis was used during the analysis, which
began with open coding and carried into a more deductive approach of identifying major
themes. The data analysis results included both theories used in the conceptual
framework of this study. First, open coding was used to break down the data that
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consisted of circling similar and repetitive words and phrases. Next, the codes were
grouped into categories as they corresponded to each of Bandura’s (1977) four sources of
efficacy: verbal/social persuasion, vicarious experiences, mastery experiences, and
physiological and emotional states. This is represented in Table 4. The codes were also
grouped into categories as they corresponded to the TSES model: instructional strategies,
student engagement, and classroom management. This is represented in Table 5.
In Table 4, the column on the left aligns Bandura’s (1977) four sources of
efficacy from the conceptual framework with the codes grouped into categories in the
right column. The similar and relevant words connected together that were highlighted
became codes and fit into the conceptual framework. The data analysis consisted of
reading and rereading the transcribed notes and then looking at emerging similarities and

Table 4
Categories Derived From Codes Related to Bandura’s (1977) Four Sources of Efficacy
Source of efficacy

Categories

Verbal persuasion

Networking
Communication
Training

Vicarious experiences

Observations
Past experiences
Mentor proximity and knowledge

Mastery experiences

Trial and error
Networking
Experiencing

Physiological/emotional states

Internal state
Fulfilling
Anxiety

127

differences among the responses from the participants. These responses were highlighted
and placed into codes and later into categories that were more relevant to the findings.
These categories were then reduced even more to generate major themes for the study.
The major themes are discussed in depth in chapter five.
All of the analyzed data were compared and contrasted against the field notes to
achieve better understanding of the findings. Thematic analysis was used to identify these
important categories that supported the conceptual framework of new CTE teachers’
efficacy in teaching.
Verbal/Social Persuasion
Networking. Networking was the most frequently stated benefit from the training
by all of the participants. This consisted of them sitting in training classes and listening to
other teachers’ stories as well as meeting and socializing with other teachers to gain their
perspective on situational cases. The main benefit they all seemed to receive from the
DIRECT training was meeting and networking with other teachers about situational
experiences. Networking helped the participants hear different examples from different
teachers about how they handled certain situations or what has worked for them. Verbal
or social persuasion strengthens one’s perception of self-efficacy and their belief in what
it takes to succeed. CTE6 said she was able to implement some of the “tidbits” she heard
from other instructors. The most significant thing the participants received from the
DIRECT training was when the training was geared toward situational scenarios. CTE5
stated, “It was very helpful to hear about certain situations from other teachers to help
give me confidence in handling similar situations as they arise in my classroom.” CTE1
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said that “the most beneficial part of DIRECT was the scenarios given in class and the
opportunity for discussions that followed.” CTE4 stated, “The biggest benefit was
hearing stories from peers and different feedback.”
Communication. Participants received various types of communication from
their administrators, other colleagues, and from their training. Overall, all of the
participants felt supported by the communication of administration and colleagues in
their school. CTE6 said that when she had a difficult student, her administration backed
her up and helped her. CTE2 thought she was leaning too much on the director of the
career center for support and that she was taking too much of his time asking questions.
She stated, “I kept asking the director questions because I did not know who you are
supposed to go to ask questions when needing help.” She stated that “it would be very
beneficial if there was a sheet for new teachers that listed who to go to for questions and
for help so it does not always lie on the shoulders of the director.” CTE1 felt very
supported not only by administration but also by his colleagues. He said he could go
down the hall and talk to a teacher if he needed help or just needed to vent. Verbal or
social persuasion strengthens self-efficacy when done by influential people that are able
to coach such as coaching support from other teachers in the school. CTE1 stated, “I feel
much supported by the administration as well as other teachers in the building. It is so
much easier if I can just go next door or down the hall to talk to a teacher if I need help.
Everyone here is always willing to help me. Sometimes I go next door just to vent.”
Training. Most of the participants believed that their training was helpful in some
way, but all of them stated that some of the material from DIRECT did not translate to
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their specific teaching content areas. All of the participants stated in some fashion that it
would be most helpful if their training was specific to CTE and more specific to their
content taught. CTE3 wished that he had received teacher training specifically in learning
how to teach machining. He stated, “Even though I was very knowledgeable in the
content subject, I found it very difficult to relate to the training instruction I received to
how I was supposed to teach machining to my students.” He further stated, “Parts of the
training were hard to relate to since it was specifically geared to my content.” Even
though CTE1 said that the most beneficial part of the training program was networking
with other teachers, he said that he had so much on his shoulders as a new teacher that
during his first year all of his training “it was really all a big blur.” Some parts of the
training seemed to be overwhelming to new teachers because this was the first time they
had seen this training information. CTE1 added, “I was so busy thinking about lesson
plans and how I was going to put this curriculum together. It was all new to me and I was
too overwhelmed if it did not pertain to my topic, I found it difficult to pay attention
during the training.”
Vicarious Experiences
Observations. By far, observing other teachers in similar situations was the most
important element for teachers’ vicarious experiences. All participants stated that
observations helped raise their confidence and belief in their teaching ability. CTE1
stated, “Observing my mentor gave me more confidence and made me feel better about
what I was doing with students.” CTE2, CTE3, and CTE4 all stated that being in
somebody else’s class gave them the ability to see how the class and shop was set up.
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They all stated that it was very helpful to spend the day with their mentor teacher talking
to and observing him or her. CTE6 stated that she was fortunate to have her mentor inhouse and had the opportunity to observe her many times. She said, “Without me being
able to observe her many times, I would not have felt as confident in my teaching and as
satisfied in how I was teaching.” However, most participants stated that a one-time
observation was not enough and doing regular observations in various classroom settings
would add to their teaching efficacy. CTE5 said he did not have a chance to go and
observe his mentor because he started teaching a new program at the career center before
he had a chance to do any observations. He said, “This was a brand new program at the
career center and I was starting it from the ground up. I know I need to go observe my
mentor, this is what I am lacking.” He said he believes going to observe another teacher
is what is missing and thinks it would be most beneficial to help him strengthen his selfefficacy. He hoped to be able to observe another teacher next year.
Past experiences. Two of the participants believed that even though they never
taught high school students before, they were able to draw on their past experience from
teaching adults. Even though two participants had previously taught adults, they were
able to draw on some of those experiences. However, they both stated that high school
students were very different to teach and understand. CTE3 said he thought he was
prepared to teach high school students because he coached his daughter’s sport team, but
once he stepped into the classroom, he felt unprepared because his students were mostly
males. All participants stated that they were able to draw on some of their life and work
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experiences but did not think it was enough because they had never taught high school
students and did not fully understand students.
Mentors. Most participants thought that the mentor assigned to them would be
more beneficial if located in the same career center. Some mentors assigned to the
participants were located in a different county but taught the same subject. CTE1 said he
went for a mentor visit one time and then never communicated with his mentor again. He
stated, “It was beneficial when I saw my mentor but it was just one time and we never
communicated after that. It was more beneficial for me to have support from teachers that
were located locally within my building.” He also stated, “It would have been more
helpful if there was another teacher in the building that taught the same content but it was
still very beneficial to have teachers nearby that could help me immediately rather than a
faraway mentor.” CTE2 had a mentor who was located in the same building who was a
welding teacher. She stated,
My mentor could only help me so much because he does not understand human
services courses in esthetician, he teaches welding. How is that supposed to be
helpful? But I found an esthetician teacher at another career center in our district
that I became glued with together.
She thought it was good to have a mentor and to have somebody to run to for
help. However, if that mentor was not in a related program, she did not think she could
get the help she needed. Conversely, CTE3 said his mentor, although he was in a
different program, was very helpful and located in the same building. He stated, “My
mentor was the building construction teacher and not a machine tool teacher, but it was
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still helpful when I had basic questions.” CTE4 said it was helpful to go visit his assigned
mentor to see how he set up his classroom, but the teachers in his building gave him more
support than his mentor.
Mastery Experiences
Trial and error. Almost all of the participants stated that they learned through
trial and error and felt it was similar to on the job learning. This was a very influential
source of self-efficacy since it consisted of participants having a direct experience of
mastering a task successfully after going through trial and error. The participants stated
that they would implement something in the classroom and then realize it was not very
effective and would have to tweak it to make it more effective and engaging for students.
Having success when tweaking a lesson built their self-belief and helped them gain
experience in overcoming obstacles through perseverance in teaching. Many participants
referred to past experiences that assisted them in being more capable of handling various
situations in the classroom. They all believed this was one of the ways they were able to
approach the classroom and teach with confidence. CTE2 and CTE4 both stated that
because they had prior experience in teaching at a technical school level, they were able
to approach the classroom with a higher confidence level. However, they both stated that
the “high school students’ maturity level was still a big shock compared to adult
learners.” They both stated it was still difficult to engage students at this maturity level
because they were not used to it. CTE2 said, “I learned from working with older students
in the past how to manage students and to always try to be positive with them. This was
the tactic I used with them but it was still difficult to reach this age.” CTE3 thought he
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would be able to teach students because he had worked with kids before coaching his
daughter’s softball team, but it was a big eye opener. He was overwhelmed at trying to
keep students engaged.
Networking. Similar to social/verbal persuasion, networking with other teachers
during the training also seemed to be an important part of teachers’ efficacy for mastery
experiences. Not only was networking about trading information with other teachers but
also served to create long-term relationships with other teachers that helped build their
confidence in themselves. CTE3 stated, “It was really most beneficial to talk to other
teachers during the training and find out how they handled situations with students. I had
the skill knowledge but not the student knowledge.” Participants stated that the
interaction with like-minded professionals during networking helped increase their
feelings of mastery. CTE1, CTE3, CTE5, and CTE6 had no prior teaching experience at
all and came directly from the industry. CTE3 said, “Talking to other teachers how to
handle certain situations is what gave me confidence in my ability.”
Experience. All of the participants stated that the more experience they had in
teaching, the more efficacious they felt. This is the first and foremost influential source of
self-efficacy. Most of them stated that they learned as they went along and as they gained
more experience. The more time they spent teaching, the higher their teacher selfefficacy. They picked up “tidbits” from their training and from talking to other teachers.
Most participants stated that they learned by trial and error. If something did not work,
they would adjust the lesson. CTE2 said, “I had to keep adjusting lessons throughout the
year because it was different to teach these types of students than what I was used to at
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the beauty school.” Most of the participants stated that by the second year they felt
slightly more confident because they gained more experience. They stated that their
teaching efficacy was higher in the second year because they had been through one year
already. CTE5 stated, “By the second year, I figured out a better way how to get students
motivated and reach them better.” CTE6 said, “I learned what worked and did not work
during the first year, as the year progressed I doubled the pass rate for the cosmetology
license exam.” They all agreed the situational stories they heard in the DIRECT training
helped them develop mastery experiences.
Physiological and Emotional States
Internal state. Internal states of people are passive states in how people feel
internally. It still plays a role in their ability to complete a task. One participant seemed
overwhelmed when he stated that he did not know anything and felt out of place. CTE3
did not seem to have as optimistic a view that things would improve as the other
participants did. During the interview, he did not appear as excited as the other five
participants when he talked about his experiences during his first 2 years of teaching.
When asked the reason for the career change, he stated that a relative told him about the
opening and thought he would be good at it. He stated, “I really thought I would be good
at teaching and did not realize it would be as difficult as it has been. I was especially
frustrated and overwhelmed during the first year because teaching was new to me.” CTE4
made a comment during the interview about how overwhelming it was for teachers
coming in from industry to teaching; he felt like there was more busy work for him to do
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than just teaching. He said, “It is not because of the students why teachers leave, it is
because all of the extra things you have to do that comes along with it.”
Fulfilling. Even though there were many frustrations experienced by the
participants, they all confirmed that it was fulfilling and satisfying when students learned.
CTE5 stated, “Even though I was lost at some point I still had an internal drive to push
forward because it felt good to connect with students and watch the light when it finally
came on.” Five participants talked about their feelings of being intrinsically motivated.
CTE2 and CTE4 said, “Even though it is hard work, it is all worth it.” CTE6 was very
intrinsically motivated to persevere and see the program succeed. He stated, “I am not
going to bail out because I really want to see the program succeed.”
Anxiety. Most of the teachers experienced anxiety and frustration at different
times during their first year. They talked about their feelings that their training should be
more focused on the uniqueness of their position as CTE teachers versus traditional
teachers. They understood that coming from the industry into teaching was very unique
and it was difficult to sit through training that did not apply to their position. They voiced
their frustrations with parts of the training that did not apply to them and thought it was a
waste of time because they were already overwhelmed preparing lesson plans. CTE2
stated, “I learned we are different teachers than traditional teachers. Even though most of
the DIRECT training was relevant it was frustrating at times when it did not pertain to my
subject and made me stress out.”
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Findings From the TSES Data Analysis
The review of the data during the data analysis also generated categories from the
data that were aligned to the three dimensions in the TSES model. This step in the data
analysis revealed the following categories as shown in Table 5.

Table 5
Categories Derived From Codes Related to Three Dimensions of the TSES
Dimension in the TSES model

Categories

Instructional strategies

Content knowledge
Specific instructional strategies
Specific training for CTE teachers

Student engagement

Tough to get students motivated
Encourage and value learning
High school students are unique

Classroom management

Biggest struggle
Training more specific
Trial and error

Instructional Strategies
Content knowledge. All of the participants said they were confident in their
content knowledge but had a need for pedagogical and classroom management
knowledge. The struggle was that they wanted specific training in how to teach their
content. CTE3 stated, “I knew everything about machine tool technology but I did not
know how to teach it and keep students interested in the topic.” Participants realized
during the first year of teaching that the biggest challenge was to keep students
motivated, and they learned from DIRECT training that they needed to find instructional
strategies that reach all students.
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Specific instructional strategies. All of the participants stated at some point
during the interview they realized they could not reach all students with the same
teaching strategy. They felt that they would benefit more from content-specific
instructional strategies. CTE4 stated, “I felt the DIRECT training was very helpful in
teaching me instructional strategies but it could have gone a little further and have given
instructional strategies that were specific to my program. I would have liked to receive
training in how to teach concepts in welding.” CTE4 said his training taught him “how to
chunk information so the students are not sitting there bored with long talks.” CTE2 said
he learned that it was all about “hooking the students and getting them interested in what
you are teaching.” CTE1 said he took risks at varying his teaching strategies. A few times
he taught on a hover board, which seemed to get students’ attention. Because he has
mostly boys in his class, other times he would have arm wrestling competitions. He said,
“For poor behavior students had a choice to eat a throw-up flavored jellybean or go to
detention, and it really tasted like throw-up. Students got a kick out of it and it was
something none of them wanted to do, so they behaved.” CTE5 was very frustrated at the
reading level of the students because they needed to be able to understand the theory
behind the hands-on experiences. He stated,
I needed to figure out a strategy on how to teach technical reading because this
was something not covered in my training. I felt I have to keep giving students
information, they could not find it on their own from reading it.
He stated that he will try to do short reading sessions, which is a way of chunking
information, a teaching strategy he learned in his training. CTE5 said another thing he
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learned from the training is to keep lectures at a minimum: “I learned to keep lectures at
20 minutes and not to overdo it with PowerPoint slides.”
Specific training. The concept of need for CTE specific training was consistently
repeated throughout the interviews by all participants. Many of the participants stated that
they experimented with various methods of teaching before they felt it was effective in
their CTE context. Participants stated that the training received from DIRECT was not
specific to their CTE content areas. CTE3 said, “I was very knowledgeable in my content
but because I did not have any prior teaching experience, it was frustrating. I wanted
specific ways how to teach my content.” CTE4 stated, “The district induction training
with math teachers was pointless. A math teacher would not teach math the same way I
teach metallurgy. It was tough for me to chime in and talk during this training.”
Student Engagement
Student motivation. This was the biggest challenge for all participants: To instill
in students the desire to participate in the learning process. All of the participants talked
about their challenges of getting students engaged and motivated in the academic learning
process. They all stated it was very tough to get students motivated. Several participants
spoke about their DIRECT training teaching them to find a hook to hook students’
interest, which seemed to work. CTE3 said, “It was difficult to keep students engaged all
of the time or they would get into something that had nothing to do with learning.” CTE4
said, “Students at this age seemed to check out immediately so it was difficult to give
them information before they checked out.” CTE4 took the approach of trying to make
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students understand that the information he was giving them was important because it
would be needed after graduation in the workplace.
Value learning. Most of the participants talked about students valuing learning
and findings ways to encourage them to instill in them the importance of learning. CTE1
said the most important thing that helped him with student engagement was developing
relationships with his students so they can understand the value of their learning. He
believed that when he went to school, it was not personable and he wanted to make it
personable for his students. CTE4 said, “I learned with experience what students are like
and what motivates them. My biggest eye opener was I could not understand why some
of the kids can be lazy about learning.”
Uniqueness of high school students. Most of the participants talked about the
uniqueness of high school students. They did not think students learned the same way
they learned when they were growing up. CTE5 stated, “There is definitely learning in
dealing with today’s high school students. High school students today are not like the
students when I went to school. The biggest shock when I taught a lesson, I get
interrupted with disrupting behavior.” CTE5 further stated that getting training on how to
deal with high school students and knowing why they behave the way they do would be
most helpful. Some participants thought the age level and maturity of the students was a
cause of low engagement. Some participants believed their inexperience did not allow
them to be able to motivate high school students successfully.
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Classroom Management
Discipline struggles. Another big challenge for the participants was discipline
and making students follow rules and proper standards of behavior. They stated that when
students act out and do not follow the rules, it is unfair to the other students who do. The
other aspect of this for the participants was trying to figure out what to do when students
do not obey rules and follow standards in the class. They had no authentic experience in
classroom management. All of the participants seemed to struggle with students’ cell
phone use. They thought the cell phone usage caused the majority of the classroom
discipline and management problems. CTE6 said, “How am I supposed to integrate
technology in my lessons when all I feel all I would be doing was babysitting cell
phones?” CTE5 said, “We did not have specific training on how to deal with cell phones
and students these days seem to be much glued to their cell phones. It is a distraction and
they do not pay attention.” CTE2 said she allowed students to use their cell phones in
class only to take pictures of projects. She said she put on her creative hat to eliminate
cell phones in students’ hands during class and came up with a cell phone charging
station for her students. She said, “I had to keep students hooked that if they do not act
out and keep their cell phones [put] away, then we would do cool things in class.” CTE5
had problems with cell phone use in the class and is still trying to figure out a plan on
how to deal with it.
Training on specific discipline issues. Many participants said they were not
prepared for what to do when students do not follow rules in the classroom. They were
unfamiliar with disciplinary problems in the class and how to make students display
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proper behavior in the classroom. They did not understand why students behaved the way
they did. CTE1 said that at the beginning of his first year all he did was write referrals
and ask administration to come remove students from his class. He said, “All I did was
write referrals left and right. It was very frustrating. I had to call parents, I made students
call their parents. I did not know what else to do to manage students.” However, by his
second year he learned how to manage students better. He said he wished he had attended
training on classroom management prior to stepping into the classroom. By talking to
other teachers and gaining more experience, he learned classroom management was all
about developing relationships with students. He said, “I learned to manage students the
longer I was here. I even now go to the point of giving students a choice of a throw up
flavored jelly bean or detention. I do not call parents anymore and do not write as many
referrals anymore.”
Trial and error. Similar to mastery experiences, trial and error was a significant
category in classroom management. The trial and error was teachers experimenting with
various methods in classroom management until they found a method that was
successful. CTE5 came into teaching after working 20 years in the industry as a project
manager in the mechatronics field, so classroom management was very trying to him. He
said,
Classroom management was very shocking to me coming from the industry where
everyone was motivated and did what was expected. I had one unruly student, I
tried different things of correcting him but it caused even a bigger disruption. I
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was at my wits end. I finally tried ignoring him and the student eventually got
suspended.
He believed administration did not give him proper support for discipline and classroom
management. He said, “There did not seem to be any progressive discipline at the career
center like they do in high school, like warning, detention, ISS, OSS, alternative school,
and so forth. Discipline here is all on the teacher.” He said he needed more upfront
training on how to handle discipline “rather than cutsy information in teaching.” He
wished he knew upfront what students were like and what motivated them. Several
teachers spoke about their feeling of wasting time when there was a part of training that
was not applicable to them.
Major Themes and Summary of Results
Four major themes emerged from the thematic analysis. The themes resulted from
using the deductive approach to thematic analysis. The researcher compared the
categories appearing in Tables 4 and 5 to find out how the findings aligned. Utilizing a
table with three columns in an Excel spreadsheet, the middle column remained blank
while the outside columns contained the categories from both tables. Keeping in mind
from the conceptual framework that Bandura’s (1977) four sources of self-efficacy
influence behavior in the three dimensions of teacher sense of self-efficacy; lines were
drawn back and forth between the columns to visualize how the primary categories from
Table 4 influenced the behavior identified by the primary categories from Table 5. This
resulted in Figure 4, which shows the relationship between the categories from both
tables that formed four major themes: (a) advance understanding of student behavior (b)
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enhance ways to engage students, (c) improve mentor and mentee alignment, (d) provide
opportunity for classroom experience.
Tschannen-Moran and Hoy (2001) believed that Bandura’s (1977) four sources of
self-efficacy influenced people’s behaviors within the three dimensions of the TSES
model. The major themes that emerged were central to the three dimensions in the TSES
and the sources of efficacy were important in teachers’ development of these specific
dimensions. The major themes revealed that participants formed their self-efficacy beliefs
by information that stemmed from the four sources of efficacy with mastery experiences
being the most influential source of efficacy. When people gain self-efficacy through
experiencing success, they are usually motivated to persist and put effort in their action
(Hoy, 2000). Participants experiencing success in their teaching was important for this
study to ensure that new teachers do not experience a series of failures which in turn may
influence their self-efficacy. Participants showed after their training that they still
struggled in understanding students’ behavior in this day and age, needed knowledge and
understanding how to truly engage students in their subject content, their go-to person
may have been close in proximity but lacked specific knowledge related to their
curriculum, and most of them learned through trial and error as they gained more years in
teaching. The major themes of self-efficacy beliefs discovered in this study affected
participants’ motivation regarding their behavior in the classroom in adapting instruction
to various strategies, motivating students, and keeping discipline. Discovering how the
major themes fit within the conceptual framework of this study may affect the effort
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participants put into teaching and persistence, which directly affects teachers’ confidence
of their performance and indirectly affects student achievement.

Figure 4. Relationship of major themes to conceptual framework.

Advance Understanding of Student Behavior
Student behavior refers to a target behavior that teachers desire to have in the
classroom. Many of the participants were shocked at today’s high school students’
behavior and how they were somewhat disconnected in the classroom learning. Even
though the participants stated that their training was helpful in some areas, not
understanding student behavior gave a feeling of inadequacy for how to respond to
certain student behaviors, which caused them immense frustration and lowered their selfefficacy. Several participants thought students’ realities of life contradicted their beliefs.
CTE4 said, “Students tell me all the time they want a good job and make a lot of money
but the reality of it they want it to be handed to them and not do the work.” The one thing
that helped participants with understanding their students was networking with other
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teachers during the training and doing observations, which were linked to Bandura’s
(1977) verbal persuasion source of efficacy. Talking with other teachers during the
training was very helpful in helping them know what to do during classroom disruptions.
However, most of the time participants believed they had to learn by trial and error to
handle discipline and how to cause a change the behavior. Several categories were related
and formed this major theme: student motivation, trial and error, value learning,
experience gained, anxiety, networking, and observations.
Enhance Ways to Engage Students
Knowledge to keep students engaged refers to the degree of interest and attention
students showed when they were learning or being taught. Many participants stated that
they knew their subject content well, but they were frustrated and had low self-efficacy
in teaching it effectively in a way to engage students. All participants stated that it would
have been helpful to receive specific training on how to teach their content area rather
than general training with other teachers. CTE4 stated, “I wanted ways to teach
metallurgy that kept students engaged and attentive. I did not know how to teach
metallurgy that would help students be engaged.” CTE2 said she had to learn by trial and
error what worked and did not work that kept students engaged. Several participants
stated that the training helped teach them various instructional strategies such as
chunking information in small pieces to help students stay interested and attentive.
However, most participants thought the depth of the training in student engagement was
not enough. They knew concepts to use to help engage students but did not feel
efficacious enough to relate it to their program. Most participants believed it was not
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content specific and coming directly from industry with no prior teaching experience
made it difficult to figure out ways to implement strategies learned from the training.
Bandura’s (1977) verbal persuasion and vicarious experiences were key here in having
the teachers feel efficacious within student engagement dimension in the TSES model.
Several categories were related and formed this major theme: networking,
communication, training, observations, past experiences, mentors, trial and error, and
value learning.
Improve Mentor and Mentee Alignment
All participants talked about the need for a go-to person whether it is a mentor or
a teacher next door. Most importantly, they wanted a go-to person who was not only next
door to them but also taught the same subject. Thus for the go-to person to be effective he
or she needed to have the same content knowledge the mentor had and be in the same
location. Facing a myriad of difficulties during their first year, all participants said having
a mentor helped them gain confidence in their ability, but it was mainly a one-time touch
point. They were assigned a mentor visit and a write-up about the visit. It was not
ongoing throughout the year and this impacted their self-efficacy in not being as strong as
it would have been if they had continuous contact with their mentor. Some of the
participants had teachers they could go to for questions and help, but they did not have
the same content knowledge. CTE2, the esthetics teacher, was assigned a mentor in the
same building that taught welding. She believed her assigned mentor could not help her
with teacher strategies in esthetics. CTE1 said his mentor was in a different county and
only saw him one time. After that he just went to teachers down his hall if he needed help

147

with discipline or needed to vent. However, there were no teachers in his building who
taught the same subject, so it was difficult to get information how to teach his subject. All
of the participants said an assigned mentor with the same knowledge and in the same
building would be most helpful to give them the confidence in their ability they needed.
They also stated that the DIRECT training required them to meet only one time with their
mentor and write up a reflection they thought was not beneficial. Bandura (1977) spoke
of vicarious experiences as one of the four sources of efficacy, which is impactful in all
of the three dimensions of the TSES model: instructional strategies, student engagement,
and classroom management. Several categories were related and formed this major
theme: networking, communication, training, observations, and mentors.
Provide Opportunity for Classroom Experience
Participants stated that the more experience they had in teaching especially when
they experienced successes in teaching was a strong determinant that influenced their
teachers’ self-efficacy. Since CTE teachers are typically missing classroom teaching
experience and have not gone through a traditional teacher program, they sometimes
learn by trial and error when they enter the classroom for the first time. Teachers gaining
hands-on classroom experience through teaching and experiencing successes increases
their self-efficacy. All participants stated they were more confident when they were
successful in their teaching strategies and student engagement. Participants stated it
would have increased their confidence if they had been given an opportunity in
experience in the classroom before they started teaching. They also believed that talking
to other teachers about their classroom management and student motivation situations
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helped them learn how to better handle the students in their classrooms and caused them
to be successful. Many participants discussed need for more hands-on teaching
experience before being put in the classrooms and experiencing success. They did not
think they were effective in the classroom during their first year and believed they were
mostly going by trial and error. By the end of the second year, most participants stated
several changes they were going to make to handle certain rules in the classroom in order
to reduce discipline issues. Several participants stressed that gaining experience gave
them more confidence in front of the students and were less frustrated. This major theme
was something teachers believed they had to learn and gain on their own through more
time in the classroom and through trial and error. With more time in the classroom,
participants would have networked with more teachers, gained more insight from
training, and learned from their past experiences about what to do and not do. With
successful teaching experience, teachers can become stronger in all of the three
dimensions the TSES model (Tschannen-Moran & Hoy, 2001). Several categories were
related and formed this major theme: networking, communication, training, observations,
mentors, past experience, student motivation, value learning, specific discipline, and trial
and error.
Chapter Summary
In this chapter, I provided findings from the in-depth interviews and from the
participants’ preinterview questionnaires. I presented a detailed description of the
participants’ experiences during their first 2 years of teaching as it related to their selfefficacy beliefs from the training they received. Data collection and data analysis were
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interpreted using Creswell’s (2014) six-stage procedure using a deductive approach to
thematic analysis. Open coding was initially used to pull out similar words and phrases
related to the research questions. Next, an additional round of coding reduced the codes
into 24 categories under both theories of the conceptual framework of this study. Finally,
a deductive analysis was used to determine how the four sources of efficacy related to the
TSES model that produced four major themes: (a) advance understanding of student
behavior (b) enhance ways to engage students, (c) improve mentor and mentee alignment,
(d) provide opportunity for classroom experience.
Using the research question and the conceptual framework produced major
themes from the data findings. The data analysis revealed how the participants’
experiences fit into Bandura’s (1977) four sources of efficacy and influenced behavior in
the three dimensions of the TSES model. The most repeated category was the value in
networking with other teachers and the concept of learning through trial and error in
order to be effective at teaching. In the final chapter, I provide a more in-depth discussion
of the major themes discovered in this study and how they are connected to both theories
in the conceptual framework of this study.
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CHAPTER FIVE
DISCUSSION OF FINDINGS

In this chapter, I provide a detailed discussion of the findings. The discussion in
this chapter centers on findings through the study’s conceptual framework of new Career
and Technical Education (CTE) teachers’ efficacy enabling the researcher to answer the
research question in this study. The purpose of this qualitative study was to explore new
CTE teachers’ perceptions about their training and support and how it influenced their
self-efficacy. The triangulation in this study was achieved through use of multiple data
sources and was aided through the use of the conceptual framework of the study among
the four sources of efficacy and the Teachers’ Sense of Efficacy Scale (TSES). This
chapter also includes implications for practice, limitations of the study, recommendations
for future research, reflection and the researcher as the instrument, and a conclusion.
This qualitative study explored the stories of six new CTE teachers regarding their
perceptions of how their Developing Instructional Readiness for Educators of Career and
Technology (DIRECT) training influenced their teacher self-efficacy in their first 2 years
of teaching. This study sought to add insight and understanding into what new CTE
teachers truly experience as they move into teaching that typically have no prior formal
academic teacher preparation or prior teaching experience. This chapter contains
discussion and future research possibilities to help answer the following research
question that guided this study: What are new CTE teachers’ beliefs about their training
as it influences their sense of self-efficacy?
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With career readiness being a big part of the high school students’ experience in
the state of South Carolina, focusing on CTE teachers who deliver career-ready programs
to students is imperative. The profile of the South Carolina graduate requires that students
graduate college and career ready in order to help them be successful in the 21st-century
workplace (Bray et al., 2010). Alternatively certified CTE teachers are generally different
than traditionally certified teachers and have different induction and professional
development needs (Ingersoll & Strong, 2011). With research stating that teacher efficacy
is important to teacher retention and CTE programs promote career readiness and high
student achievement, adequate training for CTE teachers is vital since they typically do
not have traditional teacher training or prior teaching experience. In addition, CTE
teacher shortage is evident and retaining and recruiting teachers has been a problem for
many districts (Woods, 2016). Many studies show that students who engage in CTE
programs are more likely to graduate from high school (Gottfried & Plasman, 2017).
Taking a closer look at current developments coming up in South Carolina, legislators
will be voting to create a state-level definition for college and career ready. The 20192020 Bill 3759 will amend the code of laws of South Carolina (1976) to enact that South
Carolina will have career opportunity and access for all. This bill adds a section that
provides a statewide college and career readiness goal for 2030. Section 59-18-365 will
be added to provide “a system of accountability for student progress toward college and
career readiness from kindergarten through 12th grade” (South Carolina General
Assembly, 2019, Bill 3759).
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With such high attention on career readiness in South Carolina, CTE programs are
a major force in paving the path for college and career readiness for students. Therefore,
this qualitative research study of CTE teachers’ sense of confidence and teachers’ sense
of self-efficacy is important to ensure successful CTE programs for students to work
toward college and career readiness. Since CTE teachers are the main influential factors
in successful CTE programs, it was necessary to look into CTE teachers transitioning
from the workforce and examine sources of self-efficacy, which can be incorporated into
future teacher preparation programs. Hoy (2000) reiterated the point that teachers’
confidence in teaching affects their sense of teacher efficacy. Therefore, it is of utmost
importance to ensure that CTE teachers are adequately prepared in all of the TSES
dimensions or behaviors of teaching to increase their sense of teacher self-efficacy
beliefs, which may have positive effect on CTE teacher retention and student outcome.
Summary of the Study
This qualitative research study provided an in-depth description of six new CTE
teachers’ perceptions regarding their training and support in the DIRECT program as they
transitioned from the workforce and revealed how the training received related to their
sense of self-efficacy beliefs. The participants were interviewed at the end of their second
year of teaching in one school district. The teachers were very positive about their
experiences and seemed to use their first year as a learning experience which helped
increase their self-efficacy. All teachers reflected on things they learned from the training
that they could improve the following year and were confident that they would be more
efficacious in reaching students beyond their second year. The teachers also echoed areas
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of concern they wished were included in their training that they perceived would help
increase their self-efficacy.
In this study, I sought to answer the research question through thematic analysis
leading to four major themes that emerged from exploratory interviews, preinterview
teacher questionnaire, and in-depth interviews with six new CTE teachers. The four
themes that emerged from the data are as follows: (a) advance understanding of student
behavior (b) enhance ways to engage students, (c) improve mentor and mentee alignment,
(d) provide opportunity for classroom experience. The major themes in this study defined
the experiences of the six new CTE teachers based on their perceptions of their training
and support as they related to the conceptual framework of this study. This study helped
me understand the lived experiences of the participants as new CTE teachers transition
from the workforce into teaching and their perceptions of their own self-efficacy.
Summary of Conceptual Framework
The conceptual framework that drove this study was the combination of
Bandura’s (1977) four sources of efficacy: (a) verbal/social persuasion, (b) vicarious
experiences, (c) mastery experiences, (d) physiological/emotional states and the three
dimensions in the Tschannen-Moran and Hoy’s (2001) TSES: (a) instructional strategies,
(b) student engagement, and (c) classroom management. Both of these theories were used
to guide the questions developed for the participants’ interviews and for the data analysis.
The conceptual framework provided the main structure to discover how Bandura’s (1977)
four sources of efficacy influence behavior in the three dimensions of the TSES
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framework. It also provided an examination of the participants’ stories as they related the
elements of the conceptual framework to their training and their sense of self-efficacy.
Interpretation of the Findings
Research suggests that CTE teachers play a critical role in students’ college and
career readiness. Research also shows that alternatively certified CTE teachers typically
do not have the same teacher preparation background as traditional teachers and may
enter the teaching profession with a lower sense of self-efficacy. Having a low teacher
sense of self-efficacy has been shown through research as a cause for frustrated teachers
who end up leaving the teaching profession early in their years of teaching. As teachers
leave the profession early in their career, it makes them less experienced and less
effective in influencing positive student achievement. Therefore, meeting new CTE
teachers’ specific needs that help increase their self-efficacy is critical to helping them
remain in the profession and to influence students’ success in college and career
readiness. It is important to prepare CTE teachers in a way that maximizes their
effectiveness in the classroom to ensure students’ success (Jacques & Potemski, 2014,
Stone, 2017). Each of the four themes that emerged in this study was a prominent factor
that answered the research question of what new CTE teachers believed about their
training as it influenced their sense of self-efficacy.
Participants stated in this study that they felt their role as CTE teachers was
unique with unique needs since they directly came from the workforce with no prior
traditional teacher training. The findings in this study aligned with the literature, which
stated that high teacher self-efficacy, especially in the form of mastery experiences, is an
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important factor that drives teacher retention and student achievement. Each theme is
described in terms of the research findings as they relate to the literature review, the
research question, and the conceptual framework of this study. In regard to the
conceptual framework of this study, the findings on what the participants felt regarding
their confidence in their abilities to teach are centered on the three dimensions of the
TSES model as they relate to Bandura’s (1977) four sources of efficacy in his selfefficacy theory situated to answer the research question. The TSES has been accepted and
widely used as a measurement instrument for sense of efficacy in three dimensions
(Koniewski, 2018). These three dimensions are related to important teaching behaviors
linked to the Bandura’s (1977) four sources of efficacy regarding teachers’ motivation
behind their behavior in the classroom that affects their self-efficacy. Individuals who
experience higher successes than failures in teaching, generally get a boost in motivation
and are more likely to achieve goals giving them experience that contributes to their
overall self-efficacy (Hoy, 2000). The four major themes in this study revealed what is
important to new CTE teachers’ training needs to increase their self-efficacy, which are
as follows: (a) advance understanding of student behavior (b) enhance ways to engage
students, (c) improve mentor and mentee alignment, (d) provide opportunity for
classroom experience.
Advance Understanding of Student Behavior
The findings in this study revealed that most of the participants entered the
classroom with a blurred vision of first-year teachers’ elation picturing students attentive,
academically engaged, and eager to learn but later to be frustrated. This is consistent with
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the literature about new teachers’ excitement being in the classroom for the first time but
losing that excitement because of various stressors later on during the school year. New
teachers’ enthusiasm and optimism of bringing a fresh viewpoint into the education
system dwindles after the initial few weeks of stress (Callahan, 2016). Teachers enter the
teaching profession hoping to make a significant difference in the lives of the children
they teach (Weinstein, Curran, & Tomlinson-Clarke, 2003). Ensuring that new CTE
teachers do not experience failures in turn affects their confidence and sense of selfefficacy. One of the reasons the participants’ excitement dwindled as the school year
began was because they experienced an eye opener when they tried to teach students they
had no knowledge of how to reach, thus they became very apprehensive about their
ability to teach.
In this study, many of the participants made assumptions about teaching students
based on their past experiences of how teaching was in their generation. Understanding
why students behave a certain way can be a reflection of their culture, their family
dynamics, and how the community around them has treated them (Martella, Nelson,
Marchand-Martella, & O’Reilly, 2012). Participants stated that they wished their training
included information about the characteristics of today’s leaners and why they behaved a
certain way. Some participants stated they felt inadequately prepared for the way their
students behaved in class—that the students did not act the same way the participants did
when they were in school. Since these participants transitioned from the workplace into
teaching, they had only encountered working with adults, which was very different from
high school students. The participants did not have a high sense of self-efficacy in
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connecting with students the way they had hoped to do. They felt they needed to be
equipped with the proper skills to know how to respond effectively to student behaviors.
The importance for new CTE teachers to understand today’s learners builds on current
research for the necessity to add a component in new CTE teacher training about
characteristics and behaviors of student learners (Van Valkenburg & Holden, 2004). The
participants’ felt their training seemed to lack teaching methods that would help them
understand characteristics of student learners and how to reach them better. They wanted
to understand the values students have today and their emotional and mental makeup. It
seemed that the participants were trying to understand and teach students in what
research calls the affective domain. Several participants pointed out that they lacked
understanding the student as a whole, where they were coming from, why they behaved a
certain way, and their various emotional make up. How students manage their emotions
is essential to the teaching and learning process, which can prompt positive emotions that
facilitate comprehension (Plass, Heidig, Hayward, Homer, & Um, 2014).
This study’s conclusion fits the need exposed in literature that teachers need the
knowledge and skills in understanding students in the affective domain which helps give
them a higher sense of self-efficacy and confidence in how to respond effectively to
students’ behaviors. The emphasis from the participants that they lacked understanding
the behaviors of students is consistent with what literature calls the affective domain.
Many students are not able to focus on their studies because of their feelings of personal
problems they encounter while growing up, thus more attention to preparing teachers in
the affective domain is important (Roorda, Koomen, Spilt, & Oort, 2011). Research
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referred to the affective domain as the internal part of a student that is revealed in their
behaviors, conditions, principles, and standards, which is commonly known in the
education world as students’ attitudes, creativity, and self-development (Van Valkenburg
& Holden, 2004). The findings of this study confirmed that CTE teachers coming from
the workforce are unique because they lack training in teaching and typically have had no
classroom teaching experience, which usually makes it difficult for them to understand
how to reach students in the affective domain. Van Valkenburg and Holden (2004) said
that when teachers target students in the affective domain, students’ values are being
challenged and hopefully changed. The affective domain is what teachers seemed to be
describing when they spoke about understanding students’ behaviors and their
characteristics.
Based on Bandura’s (1977) sources of efficacy, teachers’ capabilities in
themselves to understand students would be influenced by vicarious experiences through
observations of other teachers interacting with students in their classrooms. Vicarious
experiences, one of the sources of efficacy, are observing others especially those working
in the same role (Bandura, 1977). Observing other CTE teacher and student interactions
will raise teachers’ self-efficacy beliefs that they too possess the abilities in successfully
mastering understanding students (Ryan, Kuusinen, & Bedoya-Skoog, 2015). Behavior
from the vicarious experiences influencing teaching efficacy behavior in the TSES
framework is in the instructional strategies dimension. These new instructional strategies
can be learned by new teachers doing observations specific to CTE teachers that highlight
the uniqueness of engaging with students in the affective domain. The other two
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dimensions from the TSES framework also come into play during observations where
teachers will also learn how to handle student engagement and classroom management
related to learners. Not only are vicarious experiences important in this theme, but
Bandura’s (1977) verbal persuasion that involves input from others such as influential
peer teachers strengthens teachers’ self-efficacy beliefs that they have what it takes to
succeed at a certain level (Tschannen-Moran & McMaster, 2009). In this case it would be
networking and interacting with other teachers to exchange information which may help
them understand their student behavior. Believing that a person possesses the abilities to
master certain activities means that he or she will more likely put in the effort and be able
to handle problems as they arise (Bandura, 1977).
This study’s conclusion reveals what participants described was their feelings of
inadequacy in understanding students in the affective domain when they said they did not
understand how students behave. The participants’ stories revealed their passion about
being in education but that they longed to cross the hurdle that helped them better
understand their students’ attitudes and behaviors, which aligned with what research
called the affective domain. The emphasis from the participants was that they did not
understand student behavior, finding it different from when they were in school, which
lowered their sense of self-efficacy in their response to students’ behaviors. Because the
participants found themselves comparing their students to their school upbringing, it was
evident that their struggle was that students are not what they thought they should be on a
mental and emotional level. The participants began their career with eagerness and
confidence in themselves to reach all students, which quickly dwindled when they faced
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the reality of students’ behaviors and did not experience high outcome expectations. This
study showed that is important that new CTE teacher training be revised to include
characteristics about student learners. The study’s findings emphasize that if teachers
understand students’ emotions better and believe they can make a difference in today’s
students, it can positively impact teachers’ sense of self-efficacy beliefs.
Enhance Ways to Engage Students
Student engagement refers to the amount of attention, interest, and motivation
students demonstrate when they are learning or when they are being taught. Student
engagement is different from understanding today’s students, which refers to
understanding the whole student from where he or she lives, cultural and demographic
issues, and community backgrounds in terms of understanding why students behave the
way they do. Student engagement has been placed in the spotlight by comparing schools
according to their performance. The results of this study revealed that participants
believed their training regarding student engagement was more on an informational level
that did not dig deep enough to help increase their self-efficacy in this area. Participants
in their stories emphasized that they did not know how to handle students’ lack of interest
and struggled to find ways to motivate them to learn their subject content. Bandura
(1997) stated that the construct of self-efficacy refers to the person’s belief in the ability
to organize and perform a certain action. This is a task-specific belief that regulates
teachers’ choice, efforts, and persistence when faced with obstacles (Bandura, 1986).
Alternatively certified CTE teachers with content experience do not typically possess the
academic teacher preparation that traditional teachers do (Woods, 2016). CTE teachers
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possessed strong content knowledge, but they faced the obstacle of lacking classroom
teaching experience. Even though participants received general training in student
engagement, they faced failure in trying to engage students in their subject content. They
felt they lacked the skills and could not translate their training in how to teach topics in
their content that were engaging enough to students. When teachers do not feel
efficacious they are not able to engage learners to offer opportunities for deeper learning
and experiences that present academic challenges (Zepke & Leach 2010). Zepke and
Leach (2010) further stated that teachers and teaching are crucial to student engagement
and innovative teachers’ educational practices will lead to students being more actively
engaged. Student engagement, motivation, and achievement have been associated with
teachers’ self-efficacy (Shahid & Thompson, 2001; Tschannen-Moran & Hoy, 2001).
This study’s findings showed that academically prepared teachers have had prior
exposure during their teacher education program regarding student engagement, and a
few days of DIRECT training in student engagement for beginning CTE teachers that
transitioned directly from the workforce did not seem sufficient.
The literature confirmed that the profiles of youth change, and how youth are
engaged and motivated to learn changes with each generation (Shatto & Erwin, 2017).
Even though student engagement has been a struggle for new and seasoned teachers over
the years, CTE teachers struggle in a unique way since they have no experience leading a
classroom and need unique professional development training in addition to what new
traditionally prepared teachers need (Ingersoll & Strong, 2011). New CTE teachers have
never been in the classroom and have a greater need to understand life in the classroom to
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help them hit the ground running once the school year begins (Woods, 2016). The
participants felt less efficacious in student engagement because of their lack of ability in
how to translate their training regarding student engagement in the teaching and learning
process of their subject content. Even though most participants stated that they did
receive training on student engagement, such as finding ways to hook students in the
subject matter, it was still not specific enough to their course content. Participants wished
the training dug a little deeper and helped them understand what hooking a student looks
like in their subject content. They all confirmed they were very confident in their subject
content but they were surprised that was not enough to give them the confidence they
needed to engage students in their subject content. The participants soon realized that if
their students were not engaged in the classroom, they would get into some kind of
trouble.
This study’s findings exposed that teachers’ biggest struggle was student
engagement, which aligns with what current literature states regarding how learners are
motivated. This study revealed the need for teachers to be taught unique ways of
motivating students in their subject content in order to enhance the teaching-learning
environment. In addition, it could be that student engagement must be geared on the
Generation Z students, which much research addresses. In their analysis, Shatto and
Erwin (2017) discovered that there is a distinct difference among millennials and
Generation Zers from previous generations. There is a generational divide that instructors
must bridge between themselves, millennials, and Generation Z students by adapting to
modern methods to engage students in this digital age (Shatto & Erwin, 2017). The
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challenge of teaching Generation Z students is the need to be creative in the classroom
that incorporates technology, social media, and social network that students find
captivating (Cilliers, 2017). Even though participants stated that they received training in
student engagement, they felt they needed a higher level of training in student
engagement than what they received in order to allow them to be creative in various
instructional strategies when teaching their content knowledge. Participants did not feel
highly efficacious in this dimension of the TSES model of student engagement. It left
them frustrated and scrambling to find answers for how to engage students to learn their
subject content.
Through Bandura’s (1977) mastery experiences and verbal persuasion, teachers
can increase and expand their self-efficacy in how to deepen their pedagogical knowledge
in student engagement. Student engagement understanding was one of the dimensions
discussed in the TSES framework as a necessary behavior for teachers to possess.
Participants felt it was difficult for them to transfer the skills learned during their
DIRECT training about student engagement to the classroom. This study concluded that
in order to help the participants reach mastery experiences in this dimension, they need to
see how it looks like perhaps through more observation experiences of teachers with
similar content, more opportunities to network with other seasoned teachers, and more
hands-on guided classroom experience. All participants stated that they eagerly
welcomed as much support as possible especially during their first year regarding student
engagement which would be in the form of what Bandura (1977) call verbal and social
persuasion. Throughout the interviews, participants expressed the reason student
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engagement was the toughest struggle for them because the education world was a new
world to them and they needed deeper information than what was received in their
training.
Improve Mentor and Mentee Alignment
While participants expressed mixed feelings about their mentors, they stated that
they needed to be paired with a mentor who taught the same content knowledge and was
in the same proximity. While a mentor is important for new teachers, the data in this
study revealed that there needs to be a more effective mentor and mentee alignment
process that takes into consideration the mentor’s subject knowledge and the mentor’s
location to be aligned with the mentee’s needs. Being consistent with literature, new
teacher mentoring programs were developed to help with teacher retention and to help
with issues about new teachers being successful in the classroom (Ingersoll & Kralik,
2004). When new teachers participate in a mentoring program, research has shown
positive gains in student achievement, as evidenced by higher scores on academic
achievement tests (Ingersoll & Strong, 2012). Mentoring relationships between a
seasoned teacher and a novice teacher has shown to increase teacher self-efficacy in
teaching mastery and socialization in teaching (Feiman-Nemser, 2003). If mentoring is
not enacted with an effective purpose, the mentor and mentee relationship experience can
be inadequate (Feiman-Nemser, 2003). One of the strongest influential aspect of an
induction program for new teachers is the inclusion of a mentor (Ingersoll & Strong,
2012). It appeared that even though participants in this study were matched with a mentor
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as best as possible, that did not reflect what the participants’ stated they needed or wanted
to have in their mentor to give them the confidence boost they needed.
The results of this study agreed with literature that mentoring is an important
component of new CTE teachers’ training and thus was included in the DIRECT training
program. Mentoring new teachers enhances their opportunities to learn within their
teaching context and increases their confidence in their ability (Edwards-Groves, 2014).
Most of the participants were matched with mentors with the same content knowledge
but who were in a different school district, thus requiring travel time. Edwards-Groves
(2014) stressed the need for mentors who support new teachers to be in authentic
classroom situations. Not all of the participants in this study experienced having a mentor
with characteristics they felt increased their sense of self-efficacy. Some teachers were
unable to observe another teacher who taught the same subject and believed it would
have been more beneficial to observe teachers who taught the same subject matter. Even
though all of the teachers agreed that observing another teacher helped improve their own
skills and identify their areas for growth, they all stated it would have been more
beneficial for them to observe a teacher who taught the same content. The machine tool
technology instructor had the opportunity to co-teach during his first semester with an
experienced teacher, which gave him a significant growth in his self-efficacy in
instructional strategies, student engagement, and classroom management. He said his inhouse mentor was not as beneficial because his in-house mentor taught a different subject
content and not machine tool technology, so he struggled because he could not ask him
specific questions related to his subject content. Another participant had a mentor with
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the same content knowledge but was located too far away in a different school district
and did not provide immediate accessibility and feedback to difficult situations. While
still another participant had a mentor with the same content knowledge and located in the
same building seemed to be the most beneficial and it also helped develop a strong
mentor and mentee relationship that influenced teacher’s self-efficacy positively.
Because mentors are typically seasoned teachers, they can provide observation
opportunities for new teachers. Observations are defined by Bandura (1977) as a source
of vicarious experiences consistent with his social learning theory that individuals learn
by observing other teachers and modeling various classroom procedures. Bandura (1993)
stated that human behavior has a purpose and is guided by goals. Through observations
of more experienced teachers and in the same subject content as the participants, new
CTE teachers can learn strategies and increase their confidence in their ability to
implement these strategies.
This study’s findings also emphasized the need to have effective conversations
between mentors and mentees that help increase teacher self-efficacy. Participants stated
that their time spent with their mentor would have resulted in more effective
conversations if the mentor and mentee process was better aligned in subject content and
in location of the mentor. Literature confirms that mentoring is a process that includes
specific conversations-in-action which are pedagogical, collaborative, analytical, and
dialogical (Edwards-Groves, 2014). Because mentoring programs require sharing of
ideas, collaboration, and observation, it is important for the mentor program to create a
bond that builds trust (Washburn-Moses, 2010). Participants did not describe their mentor
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relationship as including all of these conversations-in-action, but it was mostly
conversations to check off the list for the mentor visit requirement assigned during their
training.
This study also revealed that a gap exists in the literature that specifically
addresses better mentor alignment procedures for new CTE teachers. The mentor process
that the participants experienced in their DIRECT training required them to meet with
their mentor for one full day of face-to-face observation followed by a written reflection.
Even though the procedure with the mentor visit was a very structured process, most
participants agreed that the lack of frequency deemed it as ineffective. Most participants
stated that they met with their mentor one time because most of their assigned mentors
were separated by distance and it was not feasible to have ongoing face-to-face meetings,
observations, or just be a go-to for them. This study revealed that even though
participants valued having a mentor, they were discouraged with the lack of ongoing
relationship with their mentor since their mentor was in a different school district and
required travel time.
Based on Bandura’s (1977) verbal persuasion, conversations in a mentor
relationship give encouragement to help new teachers overcome self-doubt and focus on
putting effort into their teaching tasks. In addition to Bandura’s vicarious experiences,
observations of mentors successfully interacting in their classrooms with students, raised
the participants’ beliefs that they too possessed the same capabilities to master teaching
in their classrooms. Most participants believed it was very beneficial to watch a role
model teaching what they teach, which aligned well with what literature said about
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mentor observations as well as Bandura’s vicarious experiences source of efficacy. Most
of the participants felt that having conversations with their mentors and observing them
in the classroom generated positive self-efficacy within them. These sources of efficacy
translate and increase teachers’ efficacy in all three dimensions of the TSES. Aligned
with literature in this study, when new teachers specifically participated in a mentoring
program, they were more committed to their jobs, had higher job satisfaction, and were
more likely to stay within the profession of teaching (Ingersoll & Strong, 2012).
All participants in this study placed a strong emphasis on the value of having a
go-to person but stated that it would be more effective if the go-to person was in the same
building and had the same content knowledge. The participants who only met with their
mentor one time in order to fulfill the requirement of the DIRECT training stated that it
was not a very successful source of self-efficacy. Literature confirmed that the more
successes a teacher encounters, the higher the job satisfaction. The higher the job
satisfaction, the higher the rate of retention (Callahan, 2016). The study found that there
needs to be a better process in the mentor and mentee alignment that allows more
frequent touches by the mentor and mentee; they need to be in the same proximal area
and teaching the same subject content.
Provide Opportunity for Classroom Experience
This study’s conclusion was that all of the participants in this study expressed
their lack in teaching experience at the high school level gave them the sense of low
mastery experiences. Hoy (2000) suggested that an influential source for developing
teacher self-efficacy are mastery experiences during teachers’ induction year. Designing
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CTE teacher training that focuses on providing mastery experiences during the first years
of teaching could be critical to the long-term development of teacher efficacy.
Participants seemed to have a need to have some type of prior classroom experience
before they entered into the classroom for the first time giving a stronger belief in their
own ability to succeed. Literature lacked information regarding new CTE teacher training
that included some type of classroom teaching experience component. The participants in
this study acknowledged that it was already very stressful coming from a different
industry, having no understanding of student behavior, no teaching background, and no
opportunity to have classroom hands-on experience prior to starting their teaching career,
all of which would have been of utmost benefit.
This study revealed that none of the participants began their teacher training
called DIRECT until they were hired as teachers. Even though the literature speaks of
various routes to alternative certification, most CTE teachers do not begin the training
process for their alternative certification route until they are already teaching. The
participants in this study went through their first course of DIRECT training in the
summer and straight into teaching in the fall. Twomey (2002) proposed in her paper a
type of virtual teacher training center as an effective means of training new CTE teachers
for teacher education and licensure. Recent literature introduced the idea of a component
of experiential learning for new teacher training. Girvan, Conneely, and Tangney (2016)
explained that experiential learning is a good way to give teachers experience early in
their training to assist them in better understanding student outcome expectations from
the very beginning of the process. This way teachers experience various approaches to
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teaching and learning components by experimenting and adapting to the practice of
teaching before they enter into their own classroom (Girvan et al., 2016). Hands-on and
realistic experiences for new CTE teachers before they start their teaching career seems
to be important in the development of self-efficacy beliefs that helps them gradually
reach mastery experiences.
Many participants’ stories in this study centered on them gaining experience
through trial and error during their first few years of teaching, which aided them
tremendously with how to approach their struggles with students during their second
year. This study’s findings aligned with literature that confirmed that most new teachers
learn by trial and error. Participants revealed that by their second year they were more
confident using the skills learned in their training about building meaningful relationships
with students to keep them engaged and out of trouble. However, this study revealed that
teachers’ confidence in themselves would have been strengthened if they were given the
opportunity to have hands-on experience prior to teaching. There is still a lack of
information in literature regarding new CTE teacher training programs that incorporate
some form of experiential learning and work-based learning opportunities for new
teachers before they begin their teaching career. Several participants stated that they
taught using trial and error to see what worked and what did not work for their students.
When they experienced successes during their trial and error, they experienced mastery
feelings, which helped develop their sense of self-efficacy positively. Participants learned
through trial and error whether they were capable of teaching effectively, motivating
students, differentiating instructional strategies, and maintaining good classroom
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management. By the end of their second year, all participants agreed that they had an
increased confidence in how to deliver instruction but wished they had a window of
opportunity to have some type of hands-on experience before they entered their
classroom for the first time. Even though the two participants had prior experience
teaching adults, they still learned through trial and error how to better reach and engage
high school students. All participants stated that the more experience they had, the better
they were able to handle situations that arose in class, and the higher their sense of selfefficacy in reaching mastery experiences. Stephens, Doherty, Bennett, and Margey
(2014) stated that work-based learning experiences such as internships are a costeffective method by which to integrate workplace experiences to career goals. Stephens
et al. (2014) further stated that these work-based learning experiences are valuable.
Taking the concept of adding the component of work-based learning for new CTE
teachers to increase teaching experience would promote the development of mastery
experiences and cause a higher sense of self-efficacy for the participants. This would give
teachers the real-world experience of the classroom before they stepped into the
classroom for the first time at the start of their career.
Grounded in Bandura’s (1977) most influential source of efficacy of mastery
experiences, work-based learning experiences for new CTE teachers would increase
teacher sense of self-efficacy giving them direct teacher experience of mastery in all of
the dimensions of TSES. This way new teachers would not have to learn mastery
experiences by relying on their trial-and-error experiences but rather on hands-on
experiences prior to their teaching career. In addition, Bandura’s mastery experiences that
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strengthen self-efficacy aligned with what participants described as gaining experience
from their first year of teaching, which strengthened their teacher sense of self-efficacy in
their second year of teaching. In line with Bandura’s mastery experiences, participants
said that by the second year they felt more confident in teaching due to past experience in
successes of the three dimensions of the TSES.
Even though participants made a lot of changes through trial and error, they stated
they wished they were told more information upfront rather than having to learn it
through trial and error. Participants made many changes the second year from lessons
learned from their first year. Almost all participants stated that by the end of their second
year, they felt they were stronger in all three dimensions of the TSES model. Hands-on
experiences for new CTE teachers prior to teaching would take out some of the guess
work the participants stated they learned through trial and error. Providing some type of
experiential learning for teachers in the form of work-based learning could be an
important training component added to the DIRECT training for new CTE teachers that
helps increase their sense of self-efficacy in teaching.
Answering the Research Question
This study investigated teachers’ perceptions of how new CTE teachers’ sense of
efficacy was influenced by the training they received that gave them the confidence to
remain in the teaching profession. This study was important because factors that
influence self-efficacy give teachers increased confidence in their ability and expertise to
carry out teaching tasks without giving up and to be persistent in the teaching profession.
Helping CTE teachers remain in the teaching profession helps solve the larger issue of
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teacher shortage rates, especially rates of teachers leaving the teaching profession early in
their careers. When teachers leave the profession early in their careers, not only is it
costly to districts in time and money, but it also does not allow beginning teachers to gain
enough experience to make them effective and highly qualified teachers. Because CTE
teachers typically transition from the workforce into teaching with no prior teaching
experience and no formal teacher training program, their teachers’ sense of self-efficacy
is usually lower than that of traditionally prepared teachers. New CTE teacher training
efforts that support high self-efficacy are desirable means by which to increase
participants’ desire to be committed to quality instruction in their classroom. This
research study was guided by the following research question: What are new CTE
teachers’ beliefs about their training as it influences their sense of self-efficacy?
The answer to the research question was revealed in the findings of this study,
which showed how the participants’ beliefs about their training impacted their sense of
self-efficacy. First, participants believed they did not possess adequate knowledge and
understanding about why students responded to the teacher differently from how they
responded to each other. Second, participants believed they were not skilled enough to
engage students in their subject content and wished their training on student engagement
was specifically related to how to engage students relevant to the course content they
taught. Third, participants stated that it was important for them to have a mentor who was
a go-to person, but it would have boosted their sense of self-efficacy more if their mentor
taught the same subject and was located in the same building as they were. Fourth, the
participants spoke about their feelings of low confidence and not reaching mastery that
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allowed them to be creative in their teaching due to their lack of teaching experiences that
caused them to rely on the use of trial and error. These four findings from this research
study helped answer the research question by showing how teachers’ sense of selfefficacy, a cognitive process, demonstrated how they felt about their ability to teach the
students in their classroom. In addition, these four findings reflected the participants’
voices in what they believed would aid and influence their development of a sense of
self-efficacy positively. The participants in this study spoke about how their self-efficacy
was a strong predictor of their motivation, behavior, and physiological and emotional
state. Tschannen-Moran et al. (1998) stated that Bandura’s four sources of efficacy
influence teachers’ self-efficacy in all three dimensions in the TSES that will lead to
persistence in improved performance and job satisfaction. Giving new CTE teachers a
high sense of efficacy will add to their persistence in the teaching profession thus
lowering their turnover rates.
Implications for Practice
Research indicates that effective induction programs contribute to increased
teacher self-efficacy, which, in turn, influences teacher retention and, ultimately, student
achievement. The results of this study revealed that the DIRECT training for new CTE
teachers gave participants good basic knowledge in all three dimensions found in the
Teachers’ Sense of Efficacy Scale (TSES) which has been a measure of people’s
evaluation of their own ability to likely succeed in teaching. The results of this study also
revealed that the participants felt their DIRECT training gave them opportunities for
verbal persuasion and vicarious experiences through networking and observing other
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teachers that promoted sharing ideas. However, they felt their training lacked giving them
one of Bandura’s (1977) most influential sources of efficacy that plays a critical role in
the establishment of self-efficacy which is achieving successes in mastery experiences
that could be developed through doing multiple observations, better mentor and mentee
alignment, and having classroom experience prior to the start of their teaching career. It is
critical to help increase new CTE teachers’ efficacy because these teachers transition
directly from the workforce and typically have no prior training in teaching and no prior
high school teaching experience. This study offers the following implications for practice
for new CTE teacher training.
Training in the Affective Domain
Training in the affective domain focuses on the emotions and attitudes behind
students’ behaviors (Van Valkenburg & Holden, 2004). Most of the participants stated
that they wished they had received training that better helped them understand why high
school students behave the way they do. Some participants said they did not understand
the immature behaviors that some of the participants deemed as pet peeve behaviors. This
builds on what current research states, that learning is not one size fits all but must
expand more on teachers’ understanding the students’ affective learning domain for
Generation Z, which participants kept referring to as “today’s students.” Future research
could focus on new CTE teachers to receive training that includes how to teach students
in ways that consider their behaviors, conditions, principles, and standards, which is
commonly known in the education world as students’ attitudes, creativity, and selfdevelopment (Van Valkenburg & Holden, 2004). Training for new CTE teachers could
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include a component that not only helps teachers deal effectively with problematic
student behaviors but also helps them understand factors that cause students to behave a
certain way. Suggestions from this study are to include future research that reaches new
CTE teachers’ mastery experiences in understanding cultural and generational issues for
behavior of students known as Generation Z that increases teachers’ sense of self-efficacy
positively.
Student Engagement Training Specifically in CTE Subject Content
Student engagement training is a need that research states is important for firstyear teachers, and it is one of the TSES dimensions that is important and highly
influenced by teacher sense of self-efficacy. Because CTE teachers transition from the
workforce with no prior teacher training and have no classroom experience, this study
revealed that it is a much-needed training that must be implemented on a deeper level in
order to provide teachers with knowledge on how to engage in classroom learning for
today’s generation specifically in their subject content. Most participants believed they
lacked the knowledge to engage students because they did not receive training on how to
specifically teach content to their students in an engaging way. The participants cited
their struggles with not knowing how to teach their subject content that would engage
students to want to learn it. New CTE teacher training programs can be designed to equip
new teachers with deeper knowledge and skills to teach their subject content in order to
engage and motivate student leaners referred to as Generation Z. Future research can
include an evaluation of teachers’ sense of self-efficacy that received training in how to
engage Generation Z student in their subject content. A vicarious experience component
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for teachers may be added to analyze and see if it develops new teachers toward mastery
experience level that yields high teacher sense of self-efficacy once they step into the
classroom for the first time.
Mentoring Must Be Effective
Research confirms that mentors are important for new teachers and even more
importantly revealed in this study is that there needs to be a better mentor and mentee
alignment process for mentor subject content and mentor proximity. This study revealed
that most participants had mentors located in another district or in another school and
were not in close proximity to the mentee. Five of the participants did only one
observation with their mentor, which was not enough. This one-time shot was to fulfill
one of the required reflection assignments for their DIRECT training. Therefore, although
a mentor component is an integral component to new teachers, there needs to be better
alignment in subject content and proximity with the mentee. Mentoring is very effective
that gives teachers vicarious experiences in observing teaching behaviors of seasoned
teachers in all three TSES dimension. When teachers observe other teachers teaching, the
teacher will feel more confident in reaching students (Hoy, 2000). When people have
faith and confidence in performing a specific task, they will not avoid performing the
behavior (Lent & Brown, 2013). In addition, on a district level, building administrators
could provide more observation opportunities for new CTE teachers followed by
effective reflection debriefings. While the training currently pairs new CTE teachers with
a mentor and requires the mentee to conduct one classroom observation, participants
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stated that it was not enough and they had wished they were able to do more classroom
observations.
Teachers With More Classroom Experience Have Higher Self-Efficacy
New CTE teachers transitioning from the workforce typically enter their teaching
career with no teacher preparation and sometimes with no prior classroom teaching
experience. This study revealed that funding could be provided for states to offer some
type of classroom teaching experience component in the training prior to new CTE
teachers entering into the classroom for the first time. This study revealed that it would be
beneficial and essential because new CTE teachers who transition directly from the
workforce usually have never had prior student-teaching experiences as traditional
teachers. While transitioning into a teaching career, CTE teachers may have had
successful careers, but because they had never been in front of the students that does not
deem that they will automatically be successful. The classroom experience component
added to the training could take the form of short internships working alongside of
veteran teachers. This goes beyond the one-time requirement of them spending a full day
face-to-face interaction with their mentor visit. The participants stated in this study that
the more teaching experience they gained, the more it helped increase their efficacy
during the second year. This seemed to be the strongest component that participants
struggled with when transitioning from the workforce into teaching that they had never
stepped into a classroom before. All participants stated that they had to learn by trial and
error and felt some type of hands-on experience before they entered the classroom would
have given them higher self-efficacy. A classroom teaching experience component added
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will allow new CTE teachers gain some real experience and help them feel more
efficacious as they step in front of the students when they begin their teaching career.
In conclusion, listening to the voices of the participants may help strengthen the
new CTE teacher training programs. The hope of improving training for new CTE
teachers is to strengthen their teachers’ sense of self-efficacy in all three dimensions of
the TSES. It is not enough to hire the best and brightest new CTE teachers, but it is also
important to give them a high sense of self-efficacy that they can successfully meet the
challenges in teaching. This study affirmed that CTE teachers need very specialized
training and have no time for non-value-added and time-consuming training that does not
add to their self-efficacy. The new CTE teacher training needs to be specialized and focus
on subject content that allows these teachers successful hands-on teaching opportunities
with Generation Z learners before they begin their teaching career. Because mastery
experiences is the most influential source of efficacy beliefs, it is experiential in nature
and seems to be rooted in the participant’s performance successes. Creating opportunities
that give new CTE teachers success, particularly in the face of difficulties, helps establish
and strengthen their positive efficacy beliefs. The implications for practice discussed in
this section will add value to new CTE teacher training.
Limitations of the Study
One limitation of qualitative research studies is that sometimes it depends on
participants’ voices and self-reporting. This study depended upon self-reported
perceptions of measurement of teachers’ training and support. Participants’ self-reporting
may be prone to various reporting biases. Teachers may likely interpret their training as it
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relates to their efficacy in inconsistent ways and it might be possible that they differ in
how they interpreted the various constructs presented to them.
Another limitation of qualitative research studies is that they are typically
conducted by one researcher, which may raise concerns over potential researcher bias.
This was certainly the case in this study where I found myself needing to identify my
personal values and free myself of biases that could influence the study. This is why a
section was included in this study to address my role as the researcher in relation to my
background and CTE experiences.
While valuable data were collected for this study, they were only collected from
six teachers in one district at the end of their second year. These data are not considered
representative of all CTE teachers across the state. The study only included six new CTE
teachers because it only took place in one school district and that was all that was
available to fit the criteria selection for the study. It would be interesting to reach all new
CTE teachers in more than one school district or maybe even all school districts in the
state, specifically those that transitioned directly from the workforce with no prior
teaching experience and no prior teacher training.
Although several databases and search engines were used to find the most
relevant literature related to this study, it is possible that not all relevant studies were
retrieved. The literature review was used to build upon the foundation of what current
research states to fill the gap in the literature. There may have not been enough past
research specifically related to CTE teacher self-efficacy influenced by their support and
training.
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Recommendation for Future Research
While this study attempted to investigate how six new CTE teachers felt about
their training as it influences their teachers’ sense of self-efficacy beliefs, this study also
highlighted the need for several areas of future research. Suggestions for these areas of
future research build upon the findings from this study that address some unanswered
aspects of the research problem. The suggestions for future research in this section also
address some of the limitations.
Future researchers may find ways to more objectively measure teachers’
perceptions of their training and support as it influences their teaching self-efficacy
because it may be interpreted differently among participants and prone to reporting
biases. Also, the increase in using mentors specifically for new CTE teachers could be
measured in its effectiveness in various ways such as effective teacher interactions
between mentors and mentees and retention rates of teachers with assigned mentors. It
would be interesting to look at the data for teacher retention and student achievement to
see if there are any significant changes because so much money has been put into training
and support programs for new teachers.
Furthermore, there was not much research on how to train CTE teachers,
specifically in their subject content. For example if mentor and induction programs pass
on the same information regardless of whether the information is useful for beginning
teachers or not. Because this study was limited to teachers from one school district, future
research studies could be expanded to include new CTE teachers statewide. The
qualitative design could be duplicated but using a larger sample from across the state in
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order to gain better data analysis from a larger population. This study could also be
expanded to include interviews from new CTE teachers during their first 3 to 5 years of
teaching in order to better track their teaching efficacy over several years after their
teacher training had been completed. Tracking the teachers over several years would
reveal those who stay in the profession successfully and those who leave because of their
low teaching efficacy. Future study could be conducted to provide methods to use for
increasing teacher self-efficacy when preparing and certifying educators for CTE and to
examine the methods through a systematic research study to evaluate which are best to
use to increase teacher self-efficacy.
Future teacher sense of self-efficacy research will aid school districts in the
development of meaningful teacher training programs that increase teachers’ efficacy for
new CTE teachers. Evaluating and uncovering best methods for increasing self-efficacy
when training new CTE teachers will ripple into solving some of the other problems that
come along when teachers face low self-efficacy. This study was meant to reveal to
school districts the perceptions of new CTE teachers that transition from the workforce
and how their training and support relates to their teaching efficacy. Recommendations
for school districts are meant to help improve the transition for new CTE teachers and
support them with training regarding effective teaching practices.
Reflection and Researcher as Instrument
This study has been a great passion for me and I have had the desire to investigate
the perceptions of new CTE teachers regarding their training and their teaching efficacy
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because of my encounters with teachers who have left the profession because of the lack
of training and support they have regarding their teaching.
Much research has drawn attention to new teachers, but there is not much research
focused on new CTE teachers as they transition from the workforce into teaching. The
problem still exists in all new teachers whether they have had academic preparation or
not. However, CTE teachers are unique in that they face slightly different challenges than
teachers who have been prepared academically to teach.
The participants in this study allowed me to reflect on my own professional
experiences as I entered the world of teaching directly from the workforce. I recall
entering the teaching world with great excitement but also experiencing similar
frustrations. The barriers the participants in this study discussed were similar to those I
faced. The lack of training in teaching pedagogy, and classroom management stood
between me and my students’ learning. Only through my internal desire to research and
understand teaching strategies did I grow myself as a teacher.
My dissertation will be read by my committee and other PhD candidates
interested in this topic. Even though the dissertation is a requirement for my Educational
Leadership PhD program, it is a passionate topic of mine. Beyond my dissertation, I am
interested in transforming it into several short articles to be published in related journals.
The readers will be other CTE teachers transitioning from the workforce interested in
learning about the experiences of other CTE teachers as they transitioned from the
workforce into teaching. I would also like to continue my research and expand on this
topic answering implications and other questions past the first-year teachers’ experiences.
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I believe my topic about CTE teachers’ first-year perceptions is significant and timely for
others to read. I hope my data and findings add to the current knowledge base in a
positive manner.
Conclusion
The purpose of this study was to investigate new CTE teacher training for new
CTE teachers as they transitioned from the workforce into teaching and how it influenced
their sense of self-efficacy. This study showed that teachers who have high self-efficacy
are more likely to remain in the teaching profession and more likely have a positive
impact on student outcome. This chapter provided a discussion of the four major themes
discovered in the data analysis. It also provided a section on implications for practice,
limitations of the study, and recommendations for future research. The chapter ended
with a reflection and researcher as the instrument.
From this study, it was evident that while the training for all participants did
enhance their experiences, it did not fully develop their teaching self-efficacy to give
them the confidence in their teaching ability they had hoped to receive at the start of their
career. It did however give them the confidence to try various strategies and find out the
most effective strategies to experiment with their students by trial and error. The training
also allowed interactions with other new teachers who attended the training and allowed
them to keep in touch with each other. Even though it helped the participants form bonds
with other new CTE teachers, it was still necessary for them to communicate and network
with veteran teachers who could give them more insight about their experiences.
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The conclusion from the analysis of this study was that new CTE teachers are
successfully transitioning into teaching but still experience some struggles that can be
better supported with training designed specifically for their unique needs. New teachers
transitioning from the workforce are mainly lacking an understanding of students. Even
though CTE teachers are very knowledgeable in their subject content, they are in need of
teaching skills and a better understanding of how to increase their efficacy in knowing to
how engage students in their subject content. This study also revealed that new teachers
should receive more effective mentor and mentee alignment in the same teaching content
area and in the same building within walking distance of them. New CTE teachers should
be given several opportunities to observe their mentors and other teachers especially early
on in the school year. The findings were consistent with the TSES framework where new
teachers mainly struggle in the three dimensions of teaching represented by the model:
instructional strategies, student engagement, and classroom management. Research
clearly states that developing confidence in teachers directly relates to their decision to
stay in the teaching profession and will positively impact student achievement (Callahan,
2016).
This study focused on discovering how new CTE teachers felt about their
training, preparation, and teaching efficacy as they transitioned into their teaching career.
The hope is that these findings will assist school administrators with relevant professional
development and support for new CTE teachers as they transition from the workforce
into teaching to give them a high sense of self-efficacy so they remain in the teaching
profession and have positive outcomes for students. In addition, the hope is that this
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information will provide a guide to CTE administrators, schools, and policy makers in
preparing and licensing secondary CTE teachers where there is a deficiency. When
teachers receive the kind of training and experiences that allow them to be successful and
effective in the classroom, they become valuable resources and need to be treasured and
supported if schools are to become effective.
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Appendix A
Invitation Email To Participate
Dear Teacher:
I am a doctoral student in the Educational Leadership Program at Clemson
University. As part of my research study, I will examine first-year CTE teachers'
perceptions of their training and certification requirements as it relates to their
teacher sense of self-efficacy. I am very interested in your experience as a firstyear CTE teacher transitioning from the workforce into teaching. I am mainly
interested in finding out your perceptions of your training and certification
requirements as it relates to your sense of self-efficacy beliefs.
If you agree, I would like to set up a 30 minute interview with you to capture your
thoughts which will inform my research study. Your responses to the questions
will be kept confidential. Please know your identity or personal information will
not be disclosed in any publication that may result from the study. I hope my
research study will be valuable in assisting future teachers and administrators in
their efforts to continuously support first-year teachers.
Thank you for your time and I look forward to getting an answer from by
________.
Best Regards,
Mary Anis Hanna
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Appendix B
Informed Consent
Information about Being in a Research Study
Clemson University
First-Year CTE Teachers’ Perceptions Regarding Their Training and
Certification Requirements As It Relates To Their Sense of Self-Efficacy

Description of the Study and Your Part in It
Dr. Robert Knoeppel as the Principal Investigator, along with Mary Anis Hanna as a
student under the direction of Dr. Robert Knoeppel is inviting you to take part in a
research study. Dr. Robert Knoeppel is a professor and chair at Clemson
University. The purpose of this research is to explore the training components and
requirements for individuals seeking the Work-Based Certification to teach CATE
programs.
You will be asked to participate in one interview and provide documentation on training
or direct Mary Anis Hanna where information can be located online. A second
follow up interview may be requested depending on the need. The interview will
be audio recorded and identifiers removed during transcription. It will take you
about three to four hours total participation in this study.
Risks and Discomforts
We do not know of any risks or discomforts to you in this research study.
Possible Benefits
The benefit of participating in this research is to review and discuss the components for
teacher training for individuals transitioning from the workplace and compare to
what research states as successful components. The information will also be used
in a future study to seek teachers' perceptions on these training components as it
influences their teacher sense of self-efficacy and their likelihood to stay in the
teaching profession. Therefore, this research may help us understand how to
better serve and support skilled individuals transferring from the workforce into
teaching so they can maintain a high teacher sense of self-efficacy beliefs and a
desire to remain in the teaching profession.
Protection of Privacy and Confidentiality
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We will not use your name in the results from this study if published in scientific
journals, professional publications, or educational presentations. However, since
you are the sole person in a position to provide this information, others may be
able to identify you. The information collected during the study will be retained
until the completion of the project
Choosing to Be in the Study
You do not have to be in this study. You may choose not to take part and you may choose
to stop taking part at any time. You will not be punished in any way if you decide
not to be in the study or to stop taking part in the study.
Contact Information
If you have any questions or concerns about this study or if any problems arise, please
contact Dr. Robert Knoeppel at Clemson University at 434-989-5585.
If you have any questions or concerns about your rights in this research study, please
contact the Clemson University Office of Research Compliance (ORC) at 864656-0636 or irb@clemson.edu. If you are outside of the Upstate South Carolina
area, please use the ORC’s toll-free number, 866-297-3071.
Consent
I have read this form and have been allowed to ask any questions I might have. I
agree to take part in this study.
Participant’s signature: ____________________________________ Date:
_________________

A copy of this form will be given to you.
Consent
I have read this form and have been allowed to ask any questions I might
have. I agree to take part in this study.
Participant’s printed name:
_________________________________________________
Participant’s signature: ________________________________ Date:
_______________
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Appendix C
Information Questionnaire
Please complete this questionnaire with information from school year 2017/201. Any
questions related to training refer to your state level training through your Direct
Institute Training received. Feel free to add information about other training received.
Teacher Demographics:
Teacher Name:

_________________________________________

Type of School Setting (high school, career center, or specify other):
__________________________________________
Total Student Enrollment in your program for 2017/2018: _______________________
Teacher area of certification:

____________________________________

CTE program(s) taught:

____________________________________

CTE Grade level(s) taught:

____________________________________

Teacher highest degree level:

____________________________________

Years worked in non-educational setting:

____________________________________

Your occupation(s) in workforce:

____________________________________

Did you transition directly from the workforce into teaching? ____ Yes ____ No
Any prior teaching experience: ________ Yes ______ No
If yes, please explain:
____________________________________________________________
Survey Questions:
1. Have you completed all four parts of DIRECT training? ____ Yes

____ No

2. Explain your sense of teacher self-efficacy and how it was affected by the DIRECT
training you received? Benefits versus non-benefits.
3. What about the DIRECT training would you change that you feel would have given
you a higher sense of teacher self-efficacy than you currently possess?
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Appendix D
Teacher Interview Protocol
Interviewee Name: _____________________ Interviewer: _____________________
Interview Date/Time: ___________________ Location: ________________________
1. We will begin by having you tell me a bit about your own background—your own
schooling experiences, your work career, why did you decide to become a
teacher, and how did you go about transitioning into teaching?
2. Now that you’re at the end of your second teaching year, let’s revisit how you
describe sense of self-efficacy? What does it mean to you in the terms of how it
looks for you?
3. Tell me about your second year, what has helped you or not helped you in your
teacher sense of self-efficacy? Rate your sense of self-efficacy? Is it higher lower?
How?
4. How do you feel your training has helped your ability to motivate students remain
engaged, especially low interest students?
5. How do you feel your training has helped your ability in implementing various
teaching strategies especially when students don’t understand or are confused?
6. How do you feel your training has helped your ability to implement classroom
management system especially if there is disruption?
7. To what extent have you received coaching, pep talks, verbal encouragement, and
evaluative feedback? How does it affect your beliefs in your sense of selfefficacy?
8. To what extent have you been able to observe other teachers and modeling
behaviors in similar practice as it relates to your sense of teacher efficacy?
9. To what extent has your past experience, successes and failures in similar
experiences played a part in your first two years as it relates to sense of sense of
self-efficacy?
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10. To what extent does your physiological and emotional state, mood, stress level
play a part in your sense of sense of self-efficacy?
11. What changes would you make for new teachers coming into education through
alternative certification to be prepared and supported in their first academic year?
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Appendix E
Interview Questions Connected to Conceptual Framework Elements
Interview
Question

Conceptual
Framework

Question #1: We will begin by having you tell me about your
own background, your schooling experiences, your work career,
why did you become a teacher, and how did transition
into teaching?

Introduction/
Establishing
Rapport

Question #2: Now that you are at the end of your second teaching Teacher
year, let us revisit how you describe self-efficacy? What does
Efficacy
it mean to you in the terms of how it looks for you?
Question #3: Tell me what has helped you or not helped you in
your self-efficacy? Rate your self-efficacy, is it higher
or lower? How?

SelfEvaluation

Question #4: How do you feel your training has helped your
ability to motivate students remain engaged, especially low
interest students?

Student
Motivation

Question #5: How do you feel your training has helped your
ability in implementing various teaching strategies especially
when students do not understand or are confused?

Instructional
Strategies

Question #6: How do you feel your training has helped your
ability to implement classroom management system especially
if there is disruption?

Classroom
Management

Question #7: To what extent have you received coaching, pep
Verbal/Social
talks, verbal encouragement, and evaluative feedback? How does Persuasion
it affect your beliefs in your sense of self-efficacy?
Question #8: To what extent have you been able to observe other Vicarious
teachers and modeling behaviors in similar practice as it relates to Experiences
your sense of self-efficacy?
Question #9: To what extent has your past experience, successes
and failures in similar experiences played a as it relates to your
self-efficacy?
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Mastery
Experiences

Question #10: To what extent does your physiological and
emotional state, mood, stress level play a part in your teacher
efficacy?

Physiological
and Emotional
State

Question #11: What changes would you make for new teachers
coming into education through alternative certification to be
prepared and supported in their first academic year?

Probing
Questions

196

REFERENCES
Advance CTE. (2018). Career and Technical Education. Retrieved March 15, 2019, from
https://careertech.org/cte
Anderson, C. (2010). Presenting and evaluating qualitative research. American Journal of
Pharmaceutical Education, 74(8), 141.
Anderson, J. C., Woods-Wells, T. M., Amal, T. M., Bass, R. T., Simpson, C. Y. (2018).
Examining the relationships among motivational factors and the academic
achievement of students enrolled in a comprehensive agricultural education
program. Journal of Career and Technical Education, 33(1), 27-48.
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215.
Bandura, A. (1986). The explanatory and predictive scope of self-efficacy
theory. Journal of Social and Clinical Psychology, 4(3), 359-373.
Bandura. A. (1993). Perceived self-efficacy in cognitive development functioning.
Educational Psychologist 28(2), 117-148.
Bandura, A. (1997). Self-efficacy: The exercise of control. New York, NY: W. H.
Freeman.
Bartlett, I. I. (2002). Preparing, licensing, and certifying postsecondary career and
technical educators. Journal of Vocational Education Research, 27(1), 109-130.
Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and
implementation for novice researchers. The Qualitative Report, 13(4), 544-556.

197

Belfield, C., & Levin, H. M. (Eds.). (2007). The price we pay: Economic and social
consequences of inadequate education. Washington, DC: Brookings Institution
Press.
Bennett, S. V., Brown Jr, J. J., Kirby-Smith, A., & Severson, B. (2013). Influences of the
heart: Novice and experienced teachers remaining in the field. Teacher
Development, 17(4), 562-576. https://doi.org/10.1080/13664530.2013.849613
Birkeland, S. E., & Peske, H. G. (2004). Literature review of research on alternative
certification. National Education Association. Retrieved from
https://www.researchgate.net/publication/242095308_Literature_Review_of_Rese
arch_on_Alternative_Certification_Full_Text
Blazer, C., & Gonzalez Hernandez, V. (2018). Student dropout: Risk factors, impact of
prevention programs, and effective strategies (Research Brief No. 1708). Miami,
FL: Research Services, Miami-Dade County Public Schools. Retrieved from
https://files.eric.ed.gov/fulltext/ED587683.pdf
Bliss, K. (2011). First-year teachers' perceptions of effective induction program
components (Doctoral dissertation, Walden University). Retrieved from
https://scholarworks.waldenu.edu/cgi/viewcontent.cgi?article=2045&context=diss
ertations
Blowe, E. H. & Price, T. (2012). Career and technical education: Academic achievement
and graduation rates of students in the commonwealth of Virginia. Thousand
Oaks, CA: SAGE Open. https://doi.org/10.1177/2158244012455437

198

Bodner, G. M. (1986). Constructivism: A theory of knowledge. Journal of Chemical
Education, 63(10), 873-878.
Bowie, S., & Gagen, L. (2005). Effective mentoring: A case for training mentors for
novice teachers. The Journal of Physical Education, Recreation, and Dance
76(7), 40-49.
Boyd, D., Grossman, P. L., Lankford, H., Loeb, S., & Wyckoff, J. (2006). How changes
in entry requirements alter the teacher workforce and affect student achievement.
Education Finance and Policy, 1(2), 176–216
Boyd, D. J., Grossman, P. L., Lankford, H., Loeb, S., & Wyckoff, J. (2009). Teacher
preparation and student achievement. Educational Evaluation and Policy
Analysis, 31(4), 416-440.
Boyd, D., Grossman, P., Ing, M., Lankford, H., Loeb, S., & Wyckoff, J. (2011). The
influence of school administrators on teacher retention decisions. American
Educational Research Journal, 48(2), 303-333.
Brand, B., Valent, A., & Browning, A. (2013). How career and technical education can
help students be college and career ready: A primer. College and Career
Readiness and Success Center at American Institutes for Research. Retrieved
from https://www.aypf.org/wp-content/uploads/2013/04/CCRS-CTE-Primer2013.pdf
Braun, V., Clarke, V., (2008). Using thematic analysis in psychology. Qualitative
Research in Psychology, 3(2), 77-101.

199

Braun, V., Clarke, V., Hayfield, N., Terry, G. & Liamputtong, P. (2019). Thematic
analysis. In P. Liamputtong (Ed.), Handbook of research methods in health social
sciences (pp. 843-850). Springer Singapore. https://doi.org/10.1007/978-981-105251-4_103
Bray, J. B., Green, K. A., & Kay, K. (2010). Up to the challenge: The role of career and
technical education and 21st century skills in college and career readiness.
Retrieved from https://files.eric.ed.gov/fulltext/ED519335.pdf
Brown, D. (2012). Now that I know what I know. Educational Leadership, 69(8), 24-28.
Callahan, J. (2016). Encouraging retention of new teachers through mentoring strategies.
Delta Kappa Gamma Bulletin, 83(1), 6-70.
Carl D. Perkins Career and Technical Education Improvement Act of 2006, Pub L. No.
109-270, p. 122. Retrieved from https://www.congress.gov/109/plaws/publ270
/PLAW-109publ270.pdf
Castellano, M., Stone III, J. R., Stringfield, S., Farley-Ripple, E. N., Overman, L. T., &
Hussain, R. (2007). Career-based comprehensive school reform: Serving
disadvantaged youth in minority communities. St. Paul, MN: National Research
Center for Career and Technical Education, University of Minnesota. Retrieved
from http://files.eric.ed.gov/fulltext/ED508963.pdf
Castellano, M., Sundell, K., Overman, L. T., & Aliaga, O. A. (2012). Do career and
technical education programs of study improve student achievement? Preliminary
analyses from a rigorous longitudinal study. International Journal of Educational
Reform, 21(2), 98-118.

200

Center of College and Career Readiness (2015). South Carolina college & career
readiness toolkit [PDF file]. Retrieved from https://www.inflexion.org/southcarolina-toolkit/
Center for Educator Recruitment, Retention, and Advancement. (2018). South Carolina
annual educator supply & demand report. Retrieved from
https://www.cerra.org/uploads/1/7/6/8/17684955/201718_supply_demand_report.pdf
The Chronicle of Higher Education. (2017). Backgrounds and beliefs of college
freshman. Retrieved from https://www.chronicle.com/interactives/freshmensurvey
Cilliers, E. J. (2017). The challenge of teaching generation Z. People: International
Journal of Social Sciences, 3(1), 188-198.
Collie, R. J., Shapka, J. D., & Perry, N. E. (2012). School climate and social–emotional
learning: Predicting teacher stress, job satisfaction, and teaching efficacy. Journal
of Educational Psychology, 104(4), 1189.
Conforti, P. A. (2013). What is college and career readiness? A summary of state
definitions. Pearson Bulletin, 2(22), 1-4.
Conley, D. T. (2012). A complete definition of college and career readiness. Educational
Policy Improvement Center. Retrieved from
https://files.eric.ed.gov/fulltext/ED537876.pdf

201

Conneely, N., & Hyslop, A. (2018). CTE: Education for a strong economy. Association
for Career and Technical Education (ACTE). Retrieved from
https://files.eric.ed.gov/fulltext/ED580923.pdf
Council of Chief State School Officers. (2014). Opportunities and options: Making
career preparation work for students. Washington, DC. Retrieved from
https://ccsso.org/sites/default/files/2017-11
/CCSSOTaskForceCareerReadiness120114.pdf
Creswell, J. W. (2013). Qualitative inquiry and research design: Choosing among five
approaches. Thousand Oaks, CA: Sage.
Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed method
approaches. Los Angeles, CA: Sage
Creswell, J. W., Clark, V. P., & Garrett, A. L. (2003). Advanced mixed methods
research. Handbook of mixed methods in social and behavioural research.
Thousand Oaks, CA: Sage, 209-240.
Creswell, J. W., Hanson, W. E., Plano Clark, V. L., & Morales, A. (2007). Qualitative
research designs: Selection and implementation. The Counseling Psychologist,
35(2), 236-264. https://doi.org/10.1177/0011000006287390
Darling-Hammond, L. (2010). Teacher education and the American future. Journal of
Teacher Education, 61(1-2), 35-47.
Darling-Hammond, L. (2012). Powerful teacher education: Lessons from exemplary
programs. San Francisco, CA: John Wiley & Sons.

202

Darling-Hammond, L., & Richardson, N. (2009). Research review/teacher learning: What
matters. Educational Leadership, 66(5), 46-53.
DeFeo, D. J. (2015). Why are you here? CTE students' enrollment motivations and career
aspirations. Career and Technical Education Research, 40(2), 82-98.
Dixon, K. A., Duck, S. & Horn, V. (2002). American’s attitudes about work, employers
and government. New Brunswick, NJ: John L. Heldrich Center for Workforce
Development, Rutgers University.
Duncan, D., Cannon, J., & Kitchel, A. (2013). Teaching efficacy: A comparison of
traditionally and alternatively certified CTE teachers in Idaho. Career and
Technical Education Research, 38(1), 57-67. https://doi.org/10.5328/cter38.1.57
Edwards-Groves, C. J. (2014). Learning teaching practices: The role of critical mentoring
conversations in teacher education. Journal of Education and Training Studies,
2(2), 151-166.
Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to
strengthen and sustain teaching. Teachers College Record, 103(6), 1013-1055.
Feiman-Nemser, S. (2003). What new teachers need to learn. Educational Leadership,
60(8), 25-29.
Feistritzer, C. E. (2008). Building a quality teaching force: Lessons learned from
alternate routes. Upper Saddle River, NJ: Pearson.
Feistritzer, C. E., & Chester, D. (2003). Alternative teacher certification: A state-by-state
analysis 2003. Washington, DC: National Center for Education Information.

203

Fenzel, L. M., Dean, R. J., & Darden, G. (2014). Effective learning environments and the
use of teaching fellows in alternative urban middle schools. Journal of Education
for Students Placed at Risk, 19(1), 20-35.
https://doi.org/10.1080/10824669.2014.924320
Fives, H., & Buehl, M. M. (2010). Teachers’ articulation of beliefs about teaching
knowledge: Conceptualizing a belief framework. In L. Bendixen & F. Feucht
(Eds.), Personal epistemology in the classroom (pp. 470-515). Cambridge, United
Kingdom: Cambridge University Press.
https://doi.org/10.1017/CBO9780511691904.015
Flook, L., Goldberg, S. B., Pinger, L., Bonus, K., & Davidson, R. J. (2013). Mindfulness
for teachers: A pilot study to assess effects on stress, burnout, and teaching
efficacy. Mind, Brain, and Education, 7(3), 182-195.
Flores, B. B., Desjean-Perrotta, B., & Steinmetz, L. E. (2004). Teacher efficacy: A
comparative study of university certified and alternatively certified teachers.
Action in Teacher Education, 26(2), 37-46.
Fluckiger, J., McGlamery, S., & Edick, N. (2006). Mentoring teachers’ stories: Caring
mentors help novice teachers stick with teaching and develop expertise. Delta
Kappa Gamma Bulletin, 72(3), 8-13.
Freeman, J., & Simonsen, B. (2015). Examining the impact of policy and practice
interventions on high school dropout and school completion rates: A systematic
review of the literature. Review of Educational Research, 85(2), 205-248.
https://doi.org/10.3102/0034654314554431

204

Girvan, C., Conneely, C., & Tangney, B. (2016). Extending experiential learning in
teacher professional development. Teaching and Teacher Education, 58, 129-139.
https://doi.org/10.1016/j.tate.2016.04.009
Goldstein, L. S. (2008). Preparing preservice teachers for success in NCLB’s
kindergartens: Learning from experienced teachers’ strategies for managing
professional relationships with colleagues and parents. Journal of Early
Childhood Teacher Education, 29(3), 222-236.
Gottfried, M. A., & Plasman, J. S. (2017). Linking the timing of career and technical
education coursetaking with high school dropout and college-going behavior.
American Educational Research Journal, 55(2), 325-361.
https://doi.org/10.3102/0002831217734805
Graham, S., & Weiner, B. (1996). Theories and principles of motivation. In D. C.
Berliner & R. C. Calfee (Eds.), Handbook of educational psychology (pp. 63-84).
Upper Saddle River, NJ: Prentice Hall.
Gray, L., & Taie, S. (2015). Public school teacher attrition and mobility in the first five
years: Results from the first through fifth waves of the 2007-08 beginning teacher
longitudinal study (NCES 2015-337). Washington, DC: U.S. Department of
Education, National Center for Education Statistics. Retrieved from
http://nces.ed.gov/pubs2015/2015337.pdf
Guskey, T. R., & Passaro, P. D. (1994). Teacher efficacy: A study of construct
dimensions. American Educational Research Journal, 31(3), 627-643.

205

Hanushek, E. A., & Raymond, M. E. (2005). Does school accountability lead to
improved student performance? Journal of Policy Analysis and
Management, 24(2), 297-327.
Hensley, E., Ottem, R., & Levesque, K. (2017). Career and technical education teachers
and schools: Results from the 2011-12 schools and staffing survey. Washington,
DC. National Center for Innovation in Career and Technical Education. Retrieved
from https://files.eric.ed.gov/fulltext/ED583028.pdf
Henson, R. K. (2001). Teacher self-efficacy: Substantive implications and measurement
dilemmas. Paper presented at the Annual Meeting of the Educational Research
Exchange, College Station, TX. Retrieved from
https://files.eric.ed.gov/fulltext/ED452208.pdf
Hoy, A. W. (2000). Changes in teacher efficacy during the early years of teaching. Paper
presented at the Annual Meeting of the American Educational Research
Association, New Orleans, LA. Retrieved from http://stelar.edc.org/sites
/stelar.edc.org/files/Hoy%20%282000%29.pdf
Ingersoll, R. M. (2012). Beginning teacher induction what the data tell us. Phi Delta
Kappan, 93(8), 47-51.
Ingersoll, R., & Kralik, J. M. (2004). The impact of mentoring on teacher retention: What
the research says. Retrieved from https://www.gse.upenn.edu/pdf/rmi/ECS-RMI2004.pdf

206

Ingersoll, R. M., & Strong, M. (2011). The impact of induction and mentoring programs
for beginning teachers: A critical review of the research. Review of Educational
Research, 81(2), 201-233. https://doi.org/10.3102/0034654311403323
Ingersoll, R., & Strong, M. (2012). What research tells us about the impact of induction
and mentoring programs for beginning teachers. Yearbook of the National Society
for the Study of Education, 111(2), 466-490.
Israel, M., Kamman, M. L., McCray, E. D., & Sindelar, P. T. (2014). Mentoring in
action: The interplay among professional assistance, emotional support, and
evaluation. Exceptional Children, 81(1), 45-63.
https://doi.org/10.1177/014402914532231
Jacques, C., & Potemski, A. (2014). 21st century educators: Developing and supporting
great career and technical education teachers. Retrieved from:
https://gtlcenter.org/sites/default/files/21CenturyEducators.pdf
Kaden, U., Patterson, P. P., Healy, J., & Adams, B. L. (2016). Stemming the revolving
door: Teacher retention and attrition in arctic Alaska schools. Global Education
Review, 3(1). (ERIC Document Reproduction Service No. EJ1090201)
Kang, S., & Berliner, D. C. (2012). Characteristics of teacher induction programs and
turnover rates of beginning teachers. The Teacher Educator, 47(4), 268-282.
Kardos, S. M., & Johnson, S. M. (2010). New teachers’ experiences of mentoring: The
good, the bad, and the inequity. Journal of Educational Change, 11(1), 23-44.
Kee, A. N. (2012). Feelings of preparedness among alternatively certified teachers: What
is the role of program features? Journal of Teacher Education, 63(1), 23-38.

207

Kersaint, G. (2005). Teacher attrition: A costly loss to the nation and to the states.
Washington, DC: Alliance for excellent education. Retrieved from
https://all4ed.org/wp-content/uploads/2007/06/TeacherAttrition.pdf
Kim, K. R., & Seo, E. H. (2018). The relationship between teacher efficacy and students'
academic achievement: A meta-analysis. Social Behavior and Personality: An
International Journal, 46(4), 529-540.
Klassen, R. M., & Tze, V. M. (2014). Teachers’ self-efficacy, personality, and teaching
effectiveness: A meta-analysis. Educational Research Review, 12, 59-76.
https://doi.org/10.1016/j.edurev.2014.06.001
Klassen, R. M., Tze, V. M., Betts, S. M., & Gordon, K. A. (2011). Teacher efficacy
research 1998–2009: Signs of progress or unfulfilled promise? Educational
Psychology Review, 23(1), 21-43. https://doi.org/10.1007/s10648-010-9141-8
Kleinsasser, R. C. (2014). Teacher efficacy in teaching and teacher education. Teaching
and Teacher Education, 44, 168-179. Retrieved from:
https://doi.org/10.1016/j.tate.2014.07.007
Koniewski, M. (2018). The Teacher Self-Efficacy Scale (TSES) factorial structure
evidence review and new evidence from Polish-speaking samples. European
Journal of Psychological Assessment, 35(6), 900-912.
https://doi.org/10.1027/1015-5759/a000475
Krasnoff, B. (2014). Teacher recruitment, induction, and retention. Retrieved from
Education Northwest website: https://nwcc.educationnorthwest.org/sites
/default/files/research-brief-teacher-recruitment-induction-retention.pdf

208

Le Maistre, C., & Paré, A. (2010). Whatever it takes: How beginning teachers learn to
survive. Teaching and Teacher Education, 26(3), 559-564.
Lee, B., Cawthon, S., & Dawson, K. (2013). Elementary and secondary teacher selfefficacy for teaching and pedagogical conceptual change in a drama-based
professional development program. Teaching and Teacher Education, 30, 84-89.
https://doi.org/10.1016/j.tate.2012.10.010
Lent, R. W., & Brown, S. D. (2013). Social cognitive model of career self-management:
Toward a unifying view of adaptive career behavior across the life span. Journal
of Counseling Psychology, 60(4), 557-568. https://doi.org/10.1037/a0033446
Liston, D., Borko, H., & Whitcomb, J. (2008). The teacher educator's role in enhancing
teacher quality. Journal of Teacher Education, 59(2), 111-116.
https://doi.org/10.1177/0022487108315581
Loera, G., Nakamoto, J., Oh, Y. J., & Rueda, R. (2013). Factors that promote motivation
and academic engagement in a career technical education context. Career and
Technical Education Research, 38(3), 173-190.
https://doi.org/10.5328/cter38.3.173
Long, J. (2010). The fatal attraction of mentoring: Mentoring for retention of beginning
teachers. The International Journal of Interdisciplinary Social Sciences, 5(2),
265-274.

209

Martella, R. C., Nelson, R. J., Marchand-Martella, N. E., & O’Reilly, M. (2012).
Comprehensive behavior management: Individualized, classroom, and
schoolwide approaches. Thousand Oaks, CA: SAGE.
https://doi.org/10.4135/9781452243931
McCandless, D., & Sauer, A. (2010). Retention of construction teachers engaged in
Missouri's secondary school system. Journal of Career and Technical Education,
25(2), 63-77.
McCaslin, N. L., & Parks, D. (2002). Teacher education in career and technical
education: Background and policy implications for the new millennium. Journal
of Vocational Education Research, 27(1), 69-108.
Merriam, S. B. (1995). What can you tell from an N of 1?: Issues of validity and
reliability in qualitative research. PAACE Journal of Lifelong Learning, 4, 51-60.
Retrieved from: https://eric.ed.gov/?id=EJ497233
Merriam, S. B. (1998). Qualitative research and case study applications in education:
Revised and expanded from case study research in education. San Francisco, CA:
Jossey-Bass.
Merriam, S. B., & Tisdell, E. J. (2009). Qualitative research: A guide to design and
implementation. San Francisco, CA: John Wiley & Sons.
Mordan, B. R. (2012). Retention and professional mentoring of beginning career and
technical education teachers (Doctoral dissertation). Retrieved from
https://eric.ed.gov/?id=ED554640

210

Morgan, A. C., Parr, B., & Fuhrman, N. (2011). Enhancing collaboration among math
and career and technical education teachers: Is technology the answer? Journal of
Career and Technical Education, 26(2), 77-89. Retrieved from
http://files.eric.ed.gov/fulltext/EJ974466.pdf
Morse, J. M., Barrett, M., Mayan, M., Olson, K., & Spiers, J. (2002). Verification
strategies for establishing reliability and validity in qualitative
research. International Journal of Qualitative Methods, 1(2), 13-22.
National Commission of Teaching for America’s Future. (2003). No dream denied: A
pledge to America’s children. New York, NY: NCTAF. Retrieved from
http://nctaf.org/wp-content/uploads/no-dream-denied_summary_report.pdf
National Commission on Teaching and America’s Future. (2007). The cost of teacher
turnover study and cost calculator. Retrieved from http://nctaf.org/teacherturnovercost-calculator/the-cost-of-teacher-turnover-study-and-cost-calculator/
National Education Association. (2015). NEA reviews of the research on best practices in
education, research spotlight on alternative routes to teacher certification.
Retrieved from http://www.nea.org/tools/16578.htm
No Child Left Behind Act of 2001, P.L. 107-110, 20 U.S.C. § 6319 (2002).
Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis:
Striving to meet the trustworthiness criteria. International Journal of Qualitative
Methods, 16(1), 1-13. https://doi.org/10.1177/1609406917733847

211

Office of Career and Technology Education South Carolina Department of Education.
(2016). CATE student reporting procedures guide. Retrieved from
https://ed.sc.gov/instruction/career-and-technology-education/performanceaccountability/cate-data-collection-and-reporting/2016-17-cate-procedures-guide/
Omar, M. K., Self, M. J., Cole, K. L. M., Rashid, A. M., & Puad, M. H. M. (2018). Job
satisfaction and motivation to teach: Predicting intrinsic and extrinsic factors
towards retaining career-switchers in the teaching profession. International
Journal of Education, 3(16), 59-76.
Patton, M. Q. (2015). Qualitative research and evaluation methods. Thousand Oaks, CA:
Sage.
Peshkin, A. (1988). In search of subjectivity—one's own. Educational Researcher, 17(7),
17-21.
Peshkin, A. (1993). The goodness of qualitative research. Educational Researcher, 22(2),
23-29.
Plass, J. L., Heidig, S., Hayward, E. O., Homer, B. D., & Um, E. (2014). Emotional
design in multimedia learning: Effects of shape and color on affect and learning.
Learning and Instruction, 29, 128-140.
Plank, S., DeLuca. S., & Estacion, A. (2008). High school dropout and the role of career
and technical education: A survival analysis of surviving high school. Sociology
of Education, 81(4), 345-370.
Protheroe, N. (2008). Teacher efficacy: What is it and does it matter? Principal, 87(5),
42-45.

212

Redding, C. & Smith, T. M. (2016). Easy in, easy out: Are alternative certified teachers
turning over at increased rates? American Educational Research Journal, 53(4),
1086-1125. https://doi.org/10.3102/0002831216653206
Reilly, E., Dhingra, K., & Boduszek, D. (2014). Teachers’ self-efficacy beliefs, selfesteem, and job stress as determinants of job satisfaction. International Journal of
Educational Management, 28(4), 365-378.
Reiter, B. (2017). Theory and methodology of exploratory social science
research. International Journal of Science and Research Methodology, 5(4), 129150.
Ronfeldt, M., & McQueen, K. (2017). Does new teacher induction really improve
retention? Journal of Teacher Education, 68(4), 394-410.
https://doi.org/10.1177/0022487117702583
Roorda, D. L., Koomen, H. M., Spilt, J. L., & Oort, F. J. (2011). The influence of
affective teacher–student relationships on students’ school engagement and
achievement: A meta-analytic approach. Review of Educational Research, 81(4),
493-529.
Rotter, J. B. (1966). Generalized expectancies for internal versus external control of
reinforcement. Psychological Monographs: General and Applied, 80(1), 1-28.
Rubie‐Davies, C. M., Flint, A., & McDonald, L. G. (2012). Teacher beliefs, teacher
characteristics, and school contextual factors: What are the relationships? British
Journal of Educational Psychology, 82(2), 270-288.

213

Ruhland, S. (2001). Factors that influence the turnover and retention of Minnesota's
technical college teachers. Journal of Vocational Education Research, 26(1), 5676.
Ruhland, S., & Bremer, C. (2003). Perceptions of traditionally and alternatively certified
career and technical education teachers. Journal of Vocational Education
Research, 28(3), 285-302.
Ryan, A. M., Kuusinen, C. M., & Bedoya-Skoog, A. (2015). Managing peer relations: A
dimension of teacher self-efficacy that varies between elementary and middle
school teachers and is associated with observed classroom quality. Contemporary
Educational Psychology, 41, 147-156.
Sanders, W. L., & Horn, S. P. (1998). Research findings from the Tennessee ValueAdded Assessment System (TVAAS) database: Implications for educational
evaluation and assessment. Journal of Personnel Evaluation in Education, 12,
247–256. https://doi.org/10.1023/A:1008067210518
Sanders, W. L., & Rivers, J. C. (1996). Cumulative and residual effects of teachers on
future student academic achievement. Knoxville, TN: University of Tennessee
Value-Added Research and Assessment Center. Retrieved from
https://www.beteronderwijsnederland.nl/files/cumulative%20and%20residual%20
effects%20of%20teachers.pdf
Sanders, W. L., Wright, S. P., & Horn, S. P. (1997). Teacher and classroom context
effects on student achievement: Implications for teacher evaluation. Journal of
Personnel Evaluation in Education, 11(1), 57-67.

214

Shahid, J., & Thompson, D. (2001). Teacher efficacy: A research synthesis. Paper
presented at the annual meeting of the American Educational Research
Association, Seattle, WA. (ERIC Document Reproduction No. ED453170)
Shatto, B., & Erwin, K. (2017). Teaching millennials and generation Z: Bridging the
generational divide. Creative Nursing, 23(1), 24-28.
Shaughnessy, M. F. (2004). An interview with Anita Woolfolk: The educational
psychology of teacher efficacy. Educational Psychology Review, 16(2), 153-176.
Shaw, J., & Newton, J. (2014). Teacher retention and satisfaction with a servant leader as
principal. Education Academic Journal, 135(1), 101-106.
Shoulders, T. L., & Krei, M. S. (2015). Rural high school teachers' self-efficacy in
student engagement, instructional strategies, and classroom management.
American Secondary Education, 44(1), 50.
Shuls, J. V., & Trivitt, J. R. (2015). Teacher effectiveness: An analysis of licensure
screens. Educational Policy, 29(4), 645-675.
https://doi.org/10.1177/0895904813510777
Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A
study of relations. Teaching and Teacher Education, 26(4), 1059-1069.
Skaalvik, E. M., & Skaalvik, S. (2017). Motivated for teaching? Associations with school
goal structure, teacher self-efficacy, job satisfaction and emotional exhaustion.
Teaching and Teacher Education, 67, 152-160.

215

Smith, T. M., & Ingersoll, R. M. (2004). What are the effects of induction and mentoring
on beginning teacher turnover? American Educational Research Journal, 41(3),
681-714.
South Carolina Education Oversight Committee. (2015). South Carolina College &
Career Readiness Toolkit. Florence, SC. Center of Excellence for College and
Career Readiness. Retrieved from https://www.inflexion.org/south-carolinatoolkit/
South Carolina Education Oversight Committee. (2018). Recommendations of the SC
accountability working group: Final report submitted to the EOC. Columbia, SC.
South Carolina General Assembly. (2019). SC career opportunity and access for all.
Retrieved from https://www.scstatehouse.gov/sess123_2019-2020/bills/3759.htm
South Carolina Regional Education Board. (2018). South Carolina accountability.
Retrieved from https://www.sreb.org/post/south-carolina-accountability
Southern Regional Education Board. (2009). Technology centers that work: An enhanced
design to get all students to standards. Retrieved from
https://www.sreb.org/publication/technology-centers-work
Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage.
Stephens, S., Doherty, O., Bennett, B., & Margey, M. (2014). The challenge of work
based learning: a role for academic mentors? International Journal of Mentoring
and Coaching in Education, 3, 158-170. https://doi.org 10.1108/IJMCE-03-20130020

216

Stone III, J. R. (2017). Introduction to pathways to a productive adulthood: The role of
CTE in the American high school. Peabody Journal of Education, 92(2), 155-165.
https://doi.org/10.1080/0161956X.2017.1302207
Sturko, P. A., & Gregson, J. A. (2009). Learning and collaboration in professional
development for career and technical education teachers: A qualitative multi-case
study. Journal of STEM Teacher Education, 45(3), 34-60.
Su, S. H., Dainty, J., Sandford, B., Townsend, D., & Belcher, G. (2011). A descriptive
study of the retention of secondary trade and industrial teachers in Kansas. Career
and Technical Education Research, 36(3), 187-205.
Teague, D., & Swan, J. (2013). Enhancing the future of education by actively supporting
novice teachers. Delta Kappa Gamma Bulletin, 80(1), 41-52.
Taylor, L. & Parsons, J. (2011). Improving student engagement. Current Issues in
Education, 14(1), 1-33.
Tschannen-Moran, M., & Gareis, C. R. (2004). Principals' sense of efficacy: Assessing a
promising construct. Journal of Educational Administration, 42(5), 573-585.
Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive
construct. Teaching and Teacher Education, 17(7), 783-805.
Tschannen-Moran, M., & Hoy, A. W. (2007). The differential antecedents of selfefficacy beliefs of novice and experienced teachers. Teaching and Teacher
Education, 23(6), 944-956.

217

Tschannen-Moran, M., Hoy, W. A., & Hoy, W. K. (1998). Teacher efficacy: Its meaning
and measure. Review of Educational Research, 68(2), 202-248.
https://doi.org/10.3102/00346543068002202
Tschannen-Moran, M., & McMaster, P. (2009). Sources of self-efficacy: Four
professional development formats and their relationship to self-efficacy and
implementation of a new teaching strategy. The Elementary School Journal,
110(2), 228-245. https://doi.org 130.127.238.233
Teague, D., & Swan, J. (2013). Enhancing the future of education by actively supporting
novice teachers. Delta Kappa Gamma Bulletin, 80(1), 41-52.
Twomey, S. (2002). The virtual teacher training center: A one-year program to transform
subject-matter experts into licensed career and technical education
teachers. Journal of Vocational Education Research, 27(1), 155-178.
U.S. Department of Education (2008). Introduction: No child left behind. Retrieved from
https://www2.ed.gov/nclb/overview/intro/index.html
Van Valkenburg, J., & Holden, L. K. (2004). Teaching methods in the affective
domain. Radiologic Technology, 75(5), 347-355.
Van Zandt Allen, L. (2013). The impact of induction support on teacher development,
teacher retention, and the teacher quality issue. Teacher Education Quarterly,
40(3), 75-92.
Walter, R., & Gray, K. (2002). Teacher preparation/licensure in career and technical
education: A public policy analysis. Journal of Vocational Education Research,
27(1), 131-153.

218

Washburn-Moses, L. (2010). Rethinking mentoring: Comparing policy and practice in
special and general education. Education Policy Analysis Archives/Archivos
Analíticos de Políticas Educativas, 18(32), 1-25.
https://doi.org/10.14507/epaa.v18n32.2010
Watkins, P. (2010). The principal's role in attracting, retaining, and developing new
teachers: Three strategies for collaboration and support. The Clearing House: A
Journal of Educational Strategies, Issues and Ideas, 79(2), 83-87.
Weinstein, C., Curran, M., & Tomlinson-Clarke, S. (2003). Culturally responsive
classroom management: Awareness into action. Theory into Practice, 42(4), 269276.
Whipp, J. L., & Geronime, L. (2017). Experiences that predict early career teacher
commitment to and retention in high-poverty urban schools. Urban Education,
52(7), 799-828.
Wilkin, T., & Nwoke, G. I. (2011). Career and technical education teacher shortage: A
successful model for recruitment and retention. Journal of STEM Teacher
Education, 48(1), 1-11.
Wilson, C., Marks, L., & Durkin, K. (2018). School environment and mastery experience
as predictors of teachers’ self-efficacy beliefs towards inclusive teaching.
International Journal of Inclusive Education, 24(2), 218-234.

219

Wonacott, M. E. (2002). Teacher induction programs for beginning CTE teachers. In
Brief: Fast Facts for Policy and Practice. Washington, DC: Office of Vocational
and Adult Education (ED). (ERIC Document Reproduction Service No.
ED466345)
Woods, J. R. (2016). Mitigating teacher shortages: Alternative teacher certification.
Denver, CO: Education Commission of the States. Retrieved from
https://www.ecs.org/wp-content/uploads/Mitigating-Teacher-ShortagesAlternative-Certification.pdf
Wyatt, M. (2016). “Are they becoming more reflective and/or efficacious?” A conceptual
model mapping how teachers’ self-efficacy beliefs might grow. Educational
Review, 68(1), 114-137.
Yin, R. K. (2014). Case study research: Design and methods (5th ed.). Thousand Oaks,
CA: Sage.
Yoo, J. H. (2016). The effect of professional development on teacher efficacy and
teachers’ self-analysis of their efficacy change. Journal of Teacher Education for
Sustainability, 18(1), 84-94.
Zepke, N., & Leach, L. (2010). Improving student engagement: Ten proposals for action.
Active Learning in Higher Education, 11(3), 167–177.

220

